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INTROSPECTION - by Adrian Flynn 
Locked in a body that knows how to function, 
This mind knows the rules, but not how to speak. 
Rehearsed interaction is laboured, but managed, 
Learning language and actions, but still feeling meek. 
 
Fragments of knowledge are processed and filtered, 
To sift out the right way to smile and to cry. 
Emotionally barren and socially awkward, 
Avoiding eye contact, mistaken for shy. 
 
Hang on to a pattern, a routine, a ritual, 
To feel safe with existence, to know how to live. 
Avoid changing backgrounds and unknown encounters, 
From anxious to full fearful panics, they give. 
 
All manner of subjects researched infinitum. 
Obsessive behaviour is par for the course. 
First one then another thing learned to its limits, 
All referenced and noted to every last source. 
 
First learning then working, to the exclusion of friendship. 
One minded and narrow, to a depth never seen. 
A gulf holds me far from the mind of all others. 
Confused where I fit in; somewhere in between. 
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ABSTRACT 
 
The difficulties experienced by children with Asperger’s Syndrome are complex and 
pervasive. Furthermore, the impact of successfully accommodating such children 
into mainstream, mixed abilities classes is of considerable benefit to the special 
needs as well as the mainstream learners. 
The aim of this enquiry was to identify the support needs of a boy diagnosed with 
Asperger’s syndrome in his transition from a special needs class to an inclusive 
mainstream education setting.  
The research is done from within a critical paradigm from a social constructivist 
theoretical framework in order to seek to understand of the world in which this 
learner and teachers live and work. The researcher used an interpretive approach to 
explore the data. A single case study design was used. The research sample 
comprised of one learner with Asperger’s Syndrome, his mother and two mainstream 
teachers. Once informed consent was obtained, data were generated by means of 
semi-structured interviews which were captured on an audio-recorder. The 
researcher analysed the data (transcribed interviews) through the inductive process 
of content analysis to uncover the primary themes as described by the participants. It 
was found that the participants’ experiences could be categorised into themes that 
highlighted the need for extensive support; whole school preparedness; monitoring 
classroom practises and dealing with challenging behaviour. 
From the themes that emerged it is evident that the child’s experiences had a 
significant positive impact on his transition from a special needs class/school to a 
mainstream educational setting. From this case study, it is evident that learners with 
Asperger’s Syndrome need various services and resources to promote their 
functioning within a mainstream school environment.  Teaching learners with 
Asperger’s Syndrome can pose various challenges to teachers, and teachers will 
need support from other professionals and additional or specialised in-service 
training to assist them with implementing effective educational practices within their 
classrooms with learners with Asperger’s Syndrome.   
 
  
v 
 
The researcher hopes that this inquiry will give the reader insight into the 
complexities of the transition from the remedial school environment to the 
mainstream school environment.  
KEYWORDS: 
Educational Transitions, Special Needs Education; Mainstream Education, 
Asperger’s Syndrome, Support Needs, Case study 
 
  
vi 
 
TABLE OF CONTENTS 
 
INTROSPECTION  POEM i 
DECLARATION ii 
ACKNOWLEDGEMENTS iii 
ABSTRACT iv 
  
CHAPTER 1: ORIENTATION TO THE STUDY 1 
  
1.1 INTRODUCTION 1 
1.2 BACKGROUND TO THE RESEARCH TOPIC 1 
1.3 AIMS OF THE STUDY AND THE RESEARCH QUESTION 6 
1.4 RESEARCH DESIGN AND METHODOLOGY 6 
1.5 TRUSTWORTHINESS 8 
1.6 ETHICAL IMPLICATIONS OF THE STUDY 9 
1.7 CLARIFICATION OF CONCEPTS 9 
1.8 DEMARCATION OF THE STUDY 10 
1.9 CHAPTER SUMMARY 10 
  
CHAPTER 2: LITERATURE REVIEW 12 
  
2.1 INTRODUCTION 12 
2.2 ORIGINS OF ASPERGER’S SYNDROME 12 
2.3 PREVALENCE OF LEARNERS WITH APSERGER’S SYNDROME 18 
2.4 CHARACTERISTICS OF ASPERGER’S SYNDROME 18 
2.5 EFFECTS OF IMPAIRMENTS ON LEARNERS WITH ASPERGER’S 
SYNDROME 
 
19 
2.5.1 Impairments in social understanding 20 
2.5.1.1 Theory of Mind (ToM) 20 
2.5.1.2 Central Coherence 22 
2.5.1.3 Executive Functioning/Control 22 
2.5.2 Difficulties with communication 23 
 
  
vii 
 
2.5.3 Areas of special interest 23 
2.5.4 Behaviour and emotional characteristics 24 
2.5.5 Cognitive abilities 25 
2.5.6 The Asperger’s Syndrome learning style 25 
2.5.7 Motor skills 26 
2.5.8 Sensory sensitivity 26 
2.6 EFFECTIVE ACCOMODATIONS TO THE LEARNING ENVIRONMENT 27 
2.6.1 Classroom organisation 28 
2.6.2 Visual information 29 
2.6.3 Play 29 
2.6.4 Homework  30 
2.7 TRANSITION THEORY 31 
2.8 CHAPTER SUMMARY 33 
  
CHAPTER 3: RESEARCH PARADIGM, DESIGN AND METHODOLOGY 34 
  
3.1 INTRODUCTION 34 
3.2 RESEARCH PARADIGM 34 
3.2.1 Social constructivism 37 
3.2.2 Interpretive framework 37 
3.3 RESEACRH DESIGN 38 
3.3.1 A Case study 40 
3.4 AIM OF RESEARCH 42 
3.5 THE PARTICIPANTS 42 
3.6 RESEARCH METHODOLOGY 43 
3.6.1 Pre-data generation procedures 43 
3.6.2 Data generation 43 
3.6.2.1 Semi-Structured Interviews 44 
3.6.2.2 Verification Concept Map 46 
3.6.2.3 Researcher Journal 46 
3.7 DATA ANALYSIS 47 
3.7.1 Coding the data 47 
3.7.2 Categorising 49 
 
  
viii 
 
3.7.3 Finalising the preliminary categories 49 
3.8 TRUSTWORTHINESS 50 
3.8.1 Credibility 50 
3.8.2 Transferability 51 
3.8.3 Dependability  52 
3.8.4 Confirmability  53 
3.9 ETHICAL CONSIDERATIONS 56 
3.10 CHAPTER SUMMARY 57 
  
CHAPTER 4: DATA PRESENTATION, DATA ANALYSIS AND 
INTERPRETATION OF THE FINDINGS 
 
58 
  
4.1 INTRODUCTION 58 
4.2 PRESENTATION AND OVERVIEW OF FINDINGS 58 
4.3 DISCUSSION OF THE FINDINGS 59 
4.3.1 Theme 1: Need for extensive support 59 
4.3.2 Literature discussion: Theme 1 Need for extensive support 61 
4.3.3 Theme 2: Whole-school preparedness 63 
4.3.4 Literature discussion: Theme 2 Whole-school preparedness 65 
4.3.5 Theme 3: Monitoring classroom practices and challenging 
behaviour 
 
66 
4.3.6 Literature discussion: Theme 3 Monitoring classroom 
practices and challenging behaviour 
 
68 
4.4 CHAPTER SUMMARY  72 
  
CHAPTER 5: SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 73 
  
5.1 INTRODUCTION 75 
5.2 OVERVIEW OF THE RESEARCH 73 
5.3 A DISCUSSION OF THE FINDINGS IN LIGHT OF THE RESEARCH 
QUESTION 
 
75 
5.4 CONCLUSIONS  75 
5.5 STRENGTHS OF THE STUDY 76 
 
  
ix 
 
5.6 LIMITATIONS OF THE STUDY 76 
5.7 SUGGESTIONS FOR FURTHER RESEARCH 77 
5.8 CONCLUDING REMARKS 78 
  
REFERENCE LIST 79 
  
APPENDICES  
  
Appendix A: Ethical Clearance letter – University of Johannesburg 89 
Appendix B: Example of Consent Letter to Participants 90 
Appendix C: Extracts of the Interview Transcriptions 93 
Appendix D: Example of the Verification Concept Map 95 
Appendix E: Extracts from the Researcher’s Journal 96 
Appendix F: Example of the Data Analysis – Weft Categorising 97 
Appendix G: Language Editing Certificate 101 
 
 
 
 
 
  
 
  
x 
 
LIST OF FIGURES 
 
Figure 3.1: The philosophy underlying a constructivist paradigm 
  
36 
Figure 3.2: The research process 
 
41 
Figure 3.3: A screenshot of data analysis software 
 
48 
Figure 3.4: Criteria of trustworthiness 
 
50 
Figure 3.5: Elements to be included in a consent form 
 
56 
Figure 4.1: Themes that emerged from the findings 
 
58 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  
xi 
 
LIST OF TABLES 
 
Table 2.1: Diagnostic Criteria for Asperger’s Syndrome (According to 
ICD-1O) 
 
 
13 
Table 2.2: Diagnostic Criteria for Asperger’s Syndrome (According to 
DSM-IV-TR) 
 
 
14 
Table 2.3 Diagnostic Criteria for Asperger’s Syndrome (According to 
DSM 5) 
 
 
16 
Table 3.1: Characteristics of Qualitative research 
 
39 
Table 3.2: Examples of the guiding questions used during the 
interviews 
 
45 
 
Table 3.3: Strategies used to ensure trustworthiness in this research 
 
54 
Table 4.1: Abbreviations used in data Presentation 
 
59 
 
 
 
  
1 
 
CHAPTER 1 
ORIENTATION TO THE STUDY 
 
1.1 INTRODUCTION 
This chapter provides an explanation of the background and the importance of the 
research by focussing on the purpose and aims of the study and the problem 
statement. An overview of the rationale for the research design, methods of data 
collection and analysis are provided. 
 
1.2 BACKGROUND AND MOTIVATION TO THE RESEARCH TOPIC 
John1 was a nine-year-old learner who began his schooling in a remedial school in 
Gauteng. John has been experiencing a number of difficulties, especially with his 
social skills; as a result he was referred for assessment to an Educational 
Psychologist and a Neurologist. The assessment reports from these practitioners 
provided John’s school with information about his areas of weakness and strength 
and provided them with tools to support his learning. John was also diagnosed with 
Asperger’s Syndrome. His mother wanted him to attend a mainstream school and 
from his assessments it was evident that cognitively he would be able to cope in a 
mainstream school provided he received the necessary support and interventions. 
As a result, John was moved to a mainstream Christian School in Johannesburg. 
This is a small private school with small classes and his mother felt that this would 
be the right environment for John. This minor dissertation seeks to uncover John’s 
experiences and support needs in making this transition. 
 
The essential features of Asperger’s Syndrome are severe and sustained impairment 
in social interaction and the development of restricted, repetitive patterns of 
behaviour, interests, and activities (American Psychiatric Association, 2004: 80). The 
                                                          
1
 Pseudonym used to protect individual’s identity 
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DSM IV-TR diagnostic criteria included two main areas of impairment. Firstly, it is an 
impairment in social interaction characterized by an inability to form meaningful peer 
relationships which would be appropriate for the person’s age and developmental 
stage. The second, criteria involves repetitive and stereotypical patterns of behaviour 
and activities. 
 
With the new DSM 5 there is a new category, Autism Spectrum Disorder, which 
includes autistic disorder, Asperger’s Syndrome, childhood disintegrative disorder, 
and pervasive developmental disorders not otherwise specified (American 
Psychiatric Association, 2013). Thus, Asperger’s Syndrome is no longer a disorder 
on its own. In the new DSM-5, these three domains have become two: 1)  
Social/communication deficits and 2) Fixated interests and repetitive behaviours. 
Several social and communication criteria were merged and streamlined to clarify 
diagnostic requirements (American Psychiatric Association, 2013). However, for this 
study the focus will remain on Asperger’s Syndrome as this was John’s diagnosis. 
 
Individuals with Asperger’s Syndrome have difficulties in establishing friendships and 
positive social bonds. They have difficulty with nonverbal social gestures, emotional 
expression, and early sharing behaviours. Social awkwardness, inappropriateness, 
lack of empathy, and insensitivity are often apparent (Wicks-Nelson & Israel, 
2009:340). Although there are no distinguishing physical features children with 
Asperger’s Syndrome are viewed as different because of their unusual social 
behaviour and awkward conversational skills  (Attwood, 1998: 28). Their uneven 
profile of functioning can mask other fundamental deficits, such as learning, and 
consequently they have difficulty in obtaining adequate and appropriate educational 
support. Learners with Asperger’s Syndrome are insistent on routine and sameness. 
When changes in their daily routine occur, they may have mood changes, 
behavioural problems, and anger outbursts (Ashley, 2007:153) which makes dealing 
with changing educational contexts stressful. Inclusive education is where all 
children, regardless of differences have the opportunity to learn with and from each 
other.  
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Internationally, the concept of inclusive education is not a new one. In fact, ninety-
two countries signed the Salamanca Statement in 1994. This policy recognizes the 
rights of learners with barriers to learning and development and their rights to have 
access to basic education and educational institutions (Engelbrecht & Green, 2001). 
This spearheaded the national drive towards inclusive education, which we in South 
Africa, adopted as a policy in July 2001, after a long history of separate development 
characteristics where learners with certain barriers to learning were accommodated 
but not included (Engelbrecht & Green, 2001). Later, the Bill of Rights (1996), the 
South African Schools Act (1996) and the National Commission on Special Needs in 
Education (1996) came together to support the principles of inclusion and equal 
rights and access to education in general (Engelbrecht & Green, 2001). This was 
further supported by subsequent Education White Paper 6 of 2001, which proposed 
a path to realizing the dream of inclusion (DoE, 2001). This was elaborated on in 
2002 with the publication of the Draft Guidelines for Implementing Inclusion (Swart & 
Pettipher, 2011). 
 
With these publications came institutional level support for inclusion, and this 
included the creation of District-Based Support Teams (DBST), as well as the 
Institution-level support teams (ILSP), both created to provide local and district-wide 
support to teachers and learners with the implementation of the policies (Swart 
& Pettipher, 2011). However, as a result of the understaffing of certain units of the 
district, much negativity toward the policy began to be felt. Whilst the promotion of 
whole school development improved the school’s ability to cope, as it proposed a 
view, which considered the school as an organization to promote well-being 
throughout all aspects of the organization in order to create global change, it did not 
seem to quell the criticism being raised at the policy of inclusion (Donald, Lazarus & 
Lolwana, 2002). 
 
According to Swart and Pettipher (2011), there is a great deal of research that 
considers the policy of inclusive education as a means to provide all learners with 
equal access to quality education within the so-called mainstream environment, yet 
educators remain divided in this debate. One then questions whether the 
mainstream school environment can provide sufficient support for ‘special needs’ 
learners as opposed to the support provided in a special needs environment. 
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However, in addition to this dilemma there is a substantial amount of criticism 
levelled at this approach. The reality is that choosing the correct placement for 
learners with barriers to learning and development is not an easy, nor a problem-free 
decision for schools and parents. Inclusive education is one of the most effective 
ways in which to promote an inclusive and tolerant society with different systems 
interacting with each other. Bronfenbrenner’s bio-ecological model explains these 
different systems interacting with each other. 
 
According to Bronfenbrenner’s bio-ecological model, which considers the individual 
as part of a set of nested systems that have influence on one another, the school 
exists within a system that has an impact on a variety of different systems, resulting 
in changes (Donald, Lazarus  & Lolwana, 2002). Some of these changes influence 
the physical, psychological, emotional and social well-being of the individual within 
the system. Inclusive education is a system that purports that all learners should 
have equal access to education, regardless of barriers to learning and development 
(Donald et al., 2002). Education White Paper 6 (2001) considers inclusive education 
as a means to providing quality education for all learners. Yet, from the perspective 
of systems theory, the system of education is open and has influence on other 
systems, permeating other areas of life. Brown and Shearer (2004) consider a 
Quality of Life Model from the perspective of special education. According to these 
authors, quality of life includes five aspects of well-being; physical, emotional, social, 
productive and material, and in order to develop a quality of life one needs to 
integrate each of these five areas. The concept of quality of life is developed from a 
life-span approach, which means that those that take place in the developmental 
years of a child’s life influence what will take place later, and are directly related to 
the learner’s experiences of the environment. In addition both objective and 
subjective experiences of the individual must be considered and the individual 
should be given independent choice, which allows him/her to develop a positive self-
concept. Furthermore, there are many interacting forces within a system that 
influence and compensate one another. This relates to systems theory and 
Bronfenbrenner’s ecological systems theory in particular.  
 
While the country moves towards a more inclusive system of education, it is evident 
that children do, and will continue to transition between different systems. During 
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transit, the learner is presented with unique challenges and it is the purpose of this 
study to consider the experiences of a learner who has undergone such a dramatic 
shift in his educational environment. Whilst there is much available on the nature of 
different school environments, there is little literature available on the experiences of 
transferring from a special needs school environment to a mainstream school 
environment, despite the fact that the transition occurs regularly. 
 
The transition from one school to another is problematic for most children and even 
more so for these children for whom stability is founded in familiar routines. Routine 
appears to be enforced to make life predictable and to impose order, as novelty, 
chaos or uncertainty are intolerable (Attwood, 1998: 99-100). Routine helps the child 
with Asperger’s Syndrome move through the world in a predictable way without 
having to face the unexpected, mentally or emotionally (Ashley, 2007: 153-154).  
 
A transition is a continuing process of movement toward independent adulthood 
(Greene & Kochhar-Bryant, 2003: 14) which has academic, vocational and social 
consequences (Halpern, 1994). Learners entering into less supportive environments 
may experience negative self-concepts, poor socialization skills, stress and anxiety 
(Chadsey & Sheldon, 1998). Although there are many studies on the characteristics, 
symptoms and interventions for people with Asperger’s Syndrome (Koudstaal, 2011), 
only minimal research on the transitional support needs from a special needs school 
to a mainstream school has been done in the South African educational context. 
 
From the researcher’s experience of teaching John, a Grade 4 boy with Asperger’s 
Syndrome, the change from the relatively sheltered environment offered in a 
remedial school to a busy mainstream school was challenging. From the 
researchers’ observation of mainstream schools, their special needs are often 
misunderstood and unsupported in the classroom and in social integration with their 
peers. Significant challenges exist in a mainstream school, such as moving classes 
for subjects; more children in the class; and disrupted daily routines.  
 
The study explored the support needs in the transition process of John, as he moved 
from a remedial school to a mainstream school.   
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In view of the preceding discussion, the problem to be investigated in this study can 
thus be stated as: 
What are the support needs of a boy, who has Asperger’s Syndrome, 
during his transition from a special needs school to a mainstream 
school? 
In an attempt to further demarcate the problem, the following research questions are 
posed: 
 What are the experiences of a learner with Asperger’s Syndrome in the 
transition from special needs to mainstream education in South Africa? 
 What are the support needs of learners with Asperger’s Syndrome in the 
transition from special needs to mainstream primary schools in South Africa? 
 
1.3  THE AIMS OF THE STUDY AND THE RESEARCH QUESTION 
The aim of this study is to explore and describe the support needs in the transition 
from special needs education to mainstream education for John, a boy who has 
Asperger’s Syndrome. 
 
In order to achieve this aim, the following objectives are stated: 
 To explore and describe the experiences of a learner with Asperger’s 
Syndrome in the transition from special needs to mainstream education in 
South Africa. 
 To formulate possible guidelines for the support needs of learners with 
Asperger’s Syndrome in mainstream primary schools in South Africa. 
 
1.4  RESEARCH DESIGN AND METHODOLOGY 
The following is an overview of the research design and methodology that was used 
in the study. An extensive discussion will follow in Chapter Three of this minor-
dissertation. 
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In order to best understand the inquiry, it is important to understand the underlying 
framework of the research design. According to McBurney (2001), research stems 
from science and the curiosity of humans to solve basic questions of science such as 
reality and causality. In order to solve these questions, we develop hypotheses, 
which are tested in the environment to create theories that can be applied to similar 
situations or settings. The researcher in this study is interested in exploring the 
support needs of a learner with Asperger’s Syndrome who has made the transition 
from one school environment to another. In order to uncover these experiences, the 
researcher had to adopt a framework or design of research from which to work. 
 
The design type of this study is the qualitative, single case-study design. Qualitative 
research was conducted, as the study aims to understand human behaviour as it 
presents within a natural setting (Babbie & Mouton, 2001: 270). John was observed 
and studied within his school environment.  
 
A single case study design was used in this study. Goodwin (2002:405) and Elmes, 
Kantowitz, and Roediger (2006:95) describe a case study as “an intensive 
investigation of a single unit” which is a “bounded system, drawing attention to it as 
an object rather than a process”.  
 
Deeper understanding of the meaning of an event or circumstance occurs within a 
specific context (Henning, Gravett, & Van Rensburg, 2002). In this study, deeper 
meaning of John’s support needs during transition from special needs education to 
mainstream education was gained. Since a single case study is a “detailed account 
of one person”, different aspects are considered in an in-depth way (Babbie & 
Mouton, 2001:282). The researcher considered the case of John’s case in detail and 
from a variety of perspectives in order to gain insight into his support needs during 
transition. Thus, a variety of data gathering techniques were used.  
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Case studies are usually selected via theoretical, purposive or judgement sampling. 
The study is an example of intrinsic casework (Stake, 1995), where the case is pre-
specified, not chosen, because the case is the focus of the research problem.  
 
Individual interviews were conducted with John and also with his parents to 
determine their perceptions of his support needs during the transition. Interviews with 
the teachers who taught John in the mainstream school were held. The individual 
interviews were audio recorded with permission from the participants. These 
recordings were transcribed and then analysed. Observations of behaviour and 
school activities pertaining to his current grade where he interacts with teachers’ and 
peers were recorded in the form of field notes. Documents take the form of reflective 
journals kept by two teachers and his mother (Henning, Van Rensburg, & Smit, 
2004:99).  
 
Content data analyses were done which provided the researcher with the opportunity 
to analyse the data into smaller, more meaningful units (Henning et al., 2002:127). 
These units were then grouped into categories and then themes extracted which 
guided the researcher’s understanding and interpretation (Babbie & Mouton, 
2001:291). 
 
1.5  TRUSTWORTHINESS 
Lincoln and Guba (1985) argue that establishing trustworthiness in qualitative 
research replaces the positivist criteria of validity and reliability. Four issues of 
trustworthiness are identified: Credibility of the study was ensured by the researcher 
spending significant time at the school to ensure prolonged engagement in collecting 
appropriate data; Transferability was addressed by a thick rich description of the 
case so that sufficient information is given to enable readers to evaluate the 
applicability of findings to other contexts; Dependability is a process of providing 
clear and traceable accounts of how the research was done and thus a detailed audit 
trail and case database of the research was kept; Reflexivity and self-insight are 
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critical components of ensuring integrity of findings and thus the researcher kept a 
reflective journal. Confirmability is a measure of how well the study’s findings are 
supported by the data from interviews. The researcher ensured that she questions 
her findings in terms of possible bias and assumptions. Checking of data by an 
unbiased peer and triangulation of findings from multiple data sources contributed 
towards ensuring the trustworthiness of the study. 
 
1.6  ETHICAL IMPLICATIONS OF THE STUDY 
As a student of Educational Psychology, the researcher aimed to ensure that the 
inquiry was conducted ethically. This meant securing informed consent from the 
participants in the study as well as from the private mainstream school’s principle. 
This was obtained in writing and was accompanied by a letter indicating conditions of 
research, which are discussed in greater detail in Chapter 3 of this study. 
 
1.7  CLARIFICATION OF CONCEPTS 
Transition within the context of this inquiry refers to the move from one learning 
environment to another (Greene & Kochhar-Bryant, 2003). 
Mainstream school environment refers to the school environment that provides 
low level intensity of support to learners (Swart & Pettipher, 2011). 
Remedial school environment refers to a school environment that provides a 
medium level of intensity of support to learners. This environment is there to support 
learners with special educational needs (Swart & Pettipher, 2011). 
Asperger’s Syndrome is a pervasive developmental disorder. Children with 
Asperger’s Syndrome have difficulty with social interaction and communication, and 
have a narrow range of interests. However, children with Asperger’s Syndrome have 
average or above average intelligence, and develop normally in the areas of 
language and cognition, Children with Asperger’s Syndrome also have difficulty 
concentrating and may have poor coordination (Ashley, 2007). 
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1.8  DEMARCATION OF THE STUDY 
The chapters for this study have been arranged as follows: 
Chapter 1: ORIENTATION TO THE STUDY: this chapter introduces the reader to 
the research inquiry. It provides a description of the research topic and outlines the 
aims and objectives of the study. Further to this, it provides an outline of the 
procedures to be followed in conducting the research as well as the aim of carrying 
out such an inquiry. In addition it addresses the ethical issues that characterise such 
a study. 
Chapter 2: LITERATURE REVIEW: provides an in-depth discussion of the literature 
and theories that have informed the study.  It also provides a detailed explanation of 
the theoretical framework which underpins and guides the study. This gives the 
study a foundation that is based on literature. 
Chapter 3: RESEARCH PARADIGM, DESIGN AND METHODOLOGY: details the 
research design and methodology used in the research inquiry. It includes a 
thorough explanation of the research paradigm, followed by the aim and purpose of 
the research. The data collection and analysis procedures are explained here in 
detail. Ethical considerations and issues of trustworthiness are also considered. 
Chapter 4: DATA GENERATION, DATA ANALYSIS AND INTERPRETATION OF 
THE FINDINGS: this section outlines the findings of the researcher and discusses 
them in the context of themes. A summary is provided to assist the reader in gaining 
a more global perspective of the findings. 
Chapter 5: SUMMARY, CONCLUSIONS AND RECOMMENDATIONS: serves as a 
conclusion to and overview of the entire study. Here I acknowledge the strengths 
and limitations of the study and suggest recommendations for future research within 
a similar context. 
 
1.9 CHAPTER SUMMARY 
This chapter provided the reader with an overview of the approach to the inquiry, 
including the context of the research, the aims and objectives of the study as well as 
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the research design and framework of the study. It outlines the methods of data 
collection as well as analysis, the trustworthiness and the ethical implications of the 
inquiry. Finally, it concludes with a brief overview of the inquiry structure to allow the 
reader to understand the process of researching this topic and uncovering the 
findings.  
 
The next chapter provides a detailed discussion of the literature review that was 
carried out as part of the research. 
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CHAPTER 2 
LITERATURE REVIEW 
 
2.1 INTRODUCTION 
The aim of this chapter is to provide a literature review that highlights the complex 
and interrelated characteristics of Asperger’s Syndrome. An explanation of the 
origins of Asperger’s Syndrome is provided together with the diagnostic criteria. This 
is followed by a discussion of the characteristics of Asperger’s Syndrome and the 
resultant effects of the impairment on these learners. A description is provided of 
effective strategies that may be used to accommodate these learners into the 
learning environment. Lastly, a discussion on the transition of learners with 
Asperger’s Syndrome will follow. 
 
2.2 ORIGINS OF ASPERGER’S SYNDROME 
The characteristics that we refer to as Asperger’s Syndrome were first identified by 
Dr Hans Asperger, a Viennese paediatrician in 1944. He described a small group of 
children who exhibited similar social peculiarities and socially isolated behaviour, 
while appearing cognitively and linguistically typical (Attwood, 2006a). But his 
findings remained relatively unknown until Wing brought the term Asperger’s 
Syndrome to the attention of the medical fraternity in 1981(Klin, 2006). 
 
Asperger’s Syndrome became a standard diagnosis in 1992, and was included in the 
tenth edition of the International Classification of Diseases (ICD-10) published by the 
World Health Organization (Table 2.1). The Diagnostic and Statistical Manual of 
Mental Disorders (DSM-IV (TR) published by the American Psychiatric Association 
referred to Asperger’s Syndrome for the first time in their fourth edition, in 1994 
(Table 2.2). The criteria are almost identical to those of the ICD-10. Other sets of 
diagnostic criteria have been proposed by Szatmari and Gillberg and published in 
1989. 
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Table 2.1 Diagnostic Criteria for Asperger’s Syndrome (According to ICD-10) 
A. There is no clinically significant general delay in spoken or receptive language or    
cognitive development.  
Diagnosis requires that single words should have developed by 2 years of age or earlier and 
that communicative phrases be used by 3 years of age or earlier.  
Self-help skills, adaptive behaviour and curiosity about the environment during the first 3 years 
should be at a level consistent with normal intellectual development. However, motor 
milestones may be somewhat delayed and motor clumsiness is usual (although not a 
necessary diagnostic feature). Isolated special skills, often related to abnormal pre-
occupations, are common, but are not required for the diagnosis. 
B.  There are qualitative abnormalities in reciprocal social interaction (in at least two of  the 
following areas); 
1) Failure adequately to use eye-to-eye gaze, facial expression, body postures and 
gestures to regulate social interaction. 
2) Failure to develop (in a manner appropriate to mental age, and despite ample 
opportunities) peer relationships that involve a mutual sharing of interests, activities and 
emotions. 
3) Lack of social-emotional reciprocity, as shown by an impairment or deviant response 
to other people’s emotions, or lack of modulation of behaviour according to social 
context, or last, a weak integration of social, emotional and communicative behaviours. 
4) Lack of spontaneous seeking to share enjoyment, interests or achievements with other 
people (e.g. lack of showing, bringing or pointing out to other people objects of interest to 
the individual). 
C.    The individual exhibits an unusually intense, circumscribed interest or restricted, repetitive 
and stereotyped patterns of behaviour, interests and activities (in at least one of the following 
areas); 
1) An encompassing pre-occupation with stereotyped and restricted patterns of interests 
that are abnormal in content or focus, or one or more interests that is/are abnormal in 
their intensity and circumscribed nature, though not in the content or focus. 
2) Apparently compulsive adherence to specific, non-functional routines or rituals. 
3) Stereotyped and repetitive motor mannerisms that involve either hand/finger flapping 
or twisting, or complex whole body movements. 
4) Pre-occupations with part-objects or non-functional elements of play materials (such as 
their odour, the feel of their surface or the noise/vibration that they generate). 
Source: WHO (1993) [online] accessed 6 June 2012 
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Table 2.2 Diagnostic Criteria for Asperger’s Syndrome (according to DSM-IV-
TR) 
A.      Qualitative impairment in social interaction, as manifested by at least two of the following: 
(1) Marked impairment in the use of multiple non-verbal behaviours such as eye-to-eye 
gaze, facial expression, body postures and gestures to regulate social interaction. 
(2) Failures to develop peer relationships appropriate to their developmental level. 
(3) A lack of spontaneous seeking to share enjoyment, interests or achievements with 
other people (e.g. by a lack of showing, bringing or pointing out objects of interest to other 
people). 
(4) Lack of social or emotional reciprocity. 
B.    Restrictive repetitive and stereotyped patterns of behaviour, interests and activities, as 
manifested by at least one of the following: 
(1) Encompassing pre-occupation with one or more stereotyped and restricted patterns of 
interest that is abnormal either in intensity or focus. 
(2) Apparently inflexible adherence to specific, non-functional routines or rituals. 
(3) Stereotyped and repetitive motor mannerisms (e.g. hand or finger-flapping or twisting, 
or complex whole-body movements). 
(4) Persistent pre-occupation with parts of objects. 
C.   The disturbance causes clinically significant impairment in social, occupational or other 
important areas of functioning. 
D.    There is no clinically significant general delay in language (e.g. single words used by the 
age of 2 years, communicative phrases used by the age of 3 years). 
E.    There is no clinically significant delay in cognitive development or in the development of age 
appropriate self-help skills, adaptive behaviour (other than in social interaction), and curiosity 
about the environment in childhood. 
F.    Criteria are not met for another specific Pervasive Developmental Disorder or Schizophrenia. 
Source: DSM-IV (2000) [online] accessed 6 June 2012 
 
Asperger’s Syndrome was considered as one of five disorders defined under the 
category of Pervasive Developmental Disorders (PDD), that is, the condition affects 
the development of a wide range of abilities. It is best understood as a milder variant 
of Autism (Attwood, 1998) and is considered as a sub-group within the Autistic 
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Spectrum Disorders (ASD), yet has enough distinct features to have its own 
diagnostic criteria (Koudstaal, 2011).  
 
In the new DSM-5, there is a new category, Autism Spectrum Disorder, which 
includes autistic disorder, Asperger’s Syndrome, Childhood Disintegrative Disorder, 
and Pervasive Developmental Disorders Not Otherwise Specified (American 
Psychiatric Association, 2013). Thus, Asperger’s Syndrome is no longer a disorder 
on its own. In the new DSM-5, the previous three domains have become two: 1) 
Social/communication deficits and 2) Fixated interests and repetitive behaviours. 
Several social/communication criteria were merged and streamlined to clarify 
diagnostic requirements (American Psychiatric Association, 2013). Toth and King 
(2008) contend that the distinction between Asperger’s Syndrome and high-
functioning autism is still undecided even though the debate is more than two 
decades old.  
 
Grohol (2010) supports the view that the new DSM-5 moves toward a continuum 
approach to disorders but cautions against the overhasty removal of labels, such a 
‘Asperger’s’ in the transitional edition, until everyone has accepted the change in 
name to “mild autism”. Wallis (2009), reports that the label ‘Asperger’s’ is accepted in 
a fairly positive light but there is concern that individuals may avoid as assessment is 
associated with the label ‘autism’. Grinkler (2010) supports the notion that Asperger’s 
Syndrome is placed on the Autism Spectrum Disorder continuum, and maintains that 
it will allow for the acknowledgement of how children develop and change over time, 
without being locked into a narrow diagnosis. Table 2.3 shows the new diagnostic 
criteria for Autism Spectrum Disorders according to the new DSM 5. 
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Table 2.3 Diagnostic Criteria for Autism Spectrum Disorder (According to DSM 
5) 
A.  Persistent deficits in social communication and social interaction across contexts, not 
accounted for by general developmental delays, and manifest by all 3 of the following: 
1. Deficits in social-emotional reciprocity from abnormal social approach and failure of         
normal back and forth conversation through reduced sharing of interests, emotions, and 
affect and response to total lack of initiation of social interaction, 
2. Deficits in nonverbal communicative behaviours used for social interaction; ranging 
from poorly integrated-verbal and nonverbal communication, through abnormalities in eye 
contact and body-language, or deficits in understanding and use of nonverbal 
communication, to total lack of facial expression or gestures. 
3. Deficits in developing and maintaining relationships, appropriate to developmental 
level (beyond those with caregivers); ranging from difficulties adjusting behaviour to suit 
different social contexts through difficulties in sharing imaginative play and in making friends 
to an apparent absence of interest in people. 
B. Restricted, repetitive patterns of behaviour, interests, or activities as manifested by at 
least two of the following:  
1. Stereotyped or repetitive speech, motor movement, or use of objects; (such a 
simple motor stereotypes, echolalia, repetitive use of objects, or idiosyncratic phrases). 
2. Excessive adherence to routines, ritualized patterns of verbal or nonverbal 
behaviour, or excessive resistance to change; (such as motoric rituals, insistence on same 
route or food, repetitive questioning or extreme distress at small changes). 
3. Highly restricted, fixated interests that are abnormal in intensity or focus; (such as 
strong attachment to, or preoccupation with unusual objects, excessively circumscribed or 
perseverative interests). 
4. Hyper- or hypo- reactivity to sensory input or unusual interest in sensory aspects of 
the environment; (such as apparent indifference to pain/heat/cold, adverse response to 
specific sounds or textures, excessive smelling or touching of objects, fascination with lights 
or spinning objects). 
C. Symptoms must be present in early childhood (but may not become fully manifested 
until social demands exceed limited capacities) 
D. Symptoms together limit and impair everyday functioning. 
Source: DSM 5 (2013) [online] accessed 20 September 2013 
The value of a diagnosis cannot be understated (Jordon, 2003) as it provides 
professionals and parents with the ability to access literature and resources to 
support the child. In addition, it removes derogatory labels that may have been 
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imposed on the child. Due to the multifaceted nature of Asperger’s Syndrome, 
diagnosis is not always easy (Attwood, 2006b). An accurate diagnosis is made with 
reference to the DSM-IV-TR and ICD-10 from the extensive observation-based 
diagnostic assessment of a pattern of behaviours that are displayed by the child in 
the diagnostic interview (Lombard, 2004). Accurate diagnosis can be a difficult 
process as no two children with Asperger’s Syndrome is the same: every child has 
their own unique characteristics (Koudstaal, 2011). Moreover, the symptoms overlap 
with those of other conditions and, together with the unique combination of 
behaviours in social interaction and the child’s narrow range of interests, 
misdiagnosis is common (Lombard, 2004). These children are often misdiagnosed 
with Obsessive Compulsive Disorder and Attention Deficit and Hyperactivity Disorder 
(Lombard, 2004). 
 
It is plausible that diagnosis as Asperger’s Syndrome may well begin when an 
experienced teacher observes a child who displays symptoms of Asperger’s 
Syndrome, which are less obvious or unnoticed at home (Cumine, Leach, & 
Stevenson, 1998). These symptoms include struggling to understand social 
situations, formal and pedantic speech and immaturity in the ability to manage 
emotions.  
 
Most children with Asperger’s Syndrome begin school lacking the foundation skills 
for learning and the expressive language skills that other children of the same age 
have gained in preschool (Thomson, 2006). Therefore, early diagnosis is essential. It 
explains to the family and teacher why the child displays unusual behaviours and 
why they have difficulty coping with tasks that other children find enjoyable and easy 
to master. Cumine et al. (1998) point out that a diagnosis is essential so that the 
teacher will immediately understand the nature of the impairments and the strengths 
and weaknesses of the child. 
During the past several years, the recognition and use of the clinical term 
“Asperger’s Syndrome” has increased dramatically (Wallis, 2009). With the human 
rights movement of “Education for All” (Tirasano), (Department of Education, 1997) 
 
  
18 
 
came the possibility for children with Asperger’s Syndrome to be educated in 
inclusive school settings. Although there is research on the clinical characteristics of 
the child with Asperger’s Syndrome, there is a great need for additional knowledge to 
become available to support teachers’ understanding and teaching learners with this 
disorder (Cumine et al., 1998). 
 
2.3  PREVALENCE OF LEARNERS WITH ASPERGER’S SYNDROME 
The identification of children with Autism Spectrum Disorders (ASD) is on the 
increase globally (Govender, 2006). According to Flemming (1999), 1 in 500 children 
suffer from autism.  More specific to Asperger’s Syndrome, a number of studies have 
been carried out in order to discover the prevalence of Asperger’s Syndrome in 
children. The general reported rates range from 26 to 48 in 10 000, which is about 
0.3 to 0.5% (Gillberg & Coleman, 2000) of the population. Asperger’s Syndrome is 
more common in males than in females (Fine & Myers, 2004). This could be 
because of genetic differences between the sexes, or that the criteria used to 
diagnose autism are based on the characteristics of male behaviour. Girls with 
Asperger’s Syndrome may be better at masking their difficulties in order to fit in with 
their peers. Gould and Ashton-Smith (2011) say that because females with Autism 
Spectrum Disorders may present differently from males, diagnostic questions should 
be altered to identify some females with Autism Spectrum Disorders who might 
otherwise be missed.  
 
2.4 CHARACTERISTICS OF ASPERGER’S SYNDROME 
The standard diagnostic criteria from both the ICD-10 and DSM-IV-TR require 
impairment in social interaction and repetitive patterns of behaviour, activities and 
interests, without significant delay in language or cognitive development (Attwood, 
1998). The ICD-10 emphasises normal language and social development and the 
DSM-IV-TR has the additional requirement of impairment in day-to-day functioning 
(Gillberg, 2002).  
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Essential features of Asperger’s Syndrome that are significant within an educational 
context are characterized impairments in three main areas of development. These 
impairments were identified by Wing (Koudstaal, 2011) and are referred to as the 
“triad of impairments”. They emphasize the fundamentally social nature of the three 
linked areas of difficulty that are present in all learners with Asperger’s Syndrome 
(Cumine et al., 1998). 
The “triad of impairments” are: 
 Impairment of social interaction 
 Impairment of social communication 
 Impairment of social imagination, flexible thinking and imaginative play 
In Asperger’s Syndrome, the child’s difficulties stem from an impaired development 
of this triad, which leads to deficits in the following cognitive areas: 
 Theory of Mind 
 Central coherence 
 Executive Functioning 
The ‘triad of impairments’ is useful for highlighting the social deficits that are 
common with learners with Asperger’s Syndrome. When teachers view the nature of 
these learners’ social difficulties within the ‘triad of impairments’, they gain a clearer 
understanding of the difficulties these learners experience with communication, and 
their consequential behavioural difficulties. In addition to their social and behavioural 
difficulties, these learners may exhibit problems in the areas of academic, motor and 
sensory skills (Cumine et al., 1998). 
 
2.5  EFFECTS OF IMPAIRMENTS ON LEARNERS WITH ASPERGER’S 
SYNDROME 
Reflecting on the significance of the characteristics listed above, it is understandable 
that such huge deficits present complex barriers to learning. Indeed, it is easy for 
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teachers to blame parents and circumstances for the resultant difficult behaviour 
which is usually the result of the learner’s constant struggle at school (Gill, 2003).  
2.5.1  Impairments in social understanding 
The essential feature of Asperger’s Syndrome is a qualitative impairment in social 
interaction and understanding, which leads to difficulties in communication (Attwood, 
2006a). The sources of social difficulties are grouped into the following areas. 
2.5.1.1 Theory of Mind (ToM) 
One of the difficulties for children with Asperger’s Syndrome is the inability to think 
about other people’s thinking and feelings as they are unable to ‘put themselves in 
someone else’s shoes’ (Lacava, Golan, Baron-Cohen & Myles, 2007). They seem 
incapable of recognising and understanding the thoughts, desires and intentions of 
other people. Consequently, they cannot make sense of the behaviour of others or 
predict what other people may do next. Furthermore, these learners do not recognise 
and understand the cues that indicate the thoughts and feelings of another person. 
This ability is present in all of us and is largely taken for granted. It underpins our 
interaction with others, informs our understanding and influences our reactions to 
those around us. The term given to this ability is ‘Theory of Mind’ (ToM) (Koudstaal, 
2011). Most people are able to intuitively ‘mind read’, ‘read’ the faces of people 
around them and translate the meaning of their body language (Attwood, 2006a). 
However, the impact of an impaired ‘Theory of Mind’ ability on the daily life of 
learners with Asperger’s Syndrome is pervasive. Some examples of the effects of an 
impaired ‘Theory of Mind’ (ToM) ability are presented below. 
 
Learners with impaired ToM have difficulties in predicting the behaviour of others 
and reading the intentions of others and the motives behind their behaviour. The 
result of such deficient social skills (Cumine et al., 1998) is that these children 
become socially isolated and make inappropriate responses in social setting. What is 
more, they are unaware of and indifferent to the feelings of others and, 
consequently, are incapable of forming friendships (Griffin, Griffin, Fitch, Albera, & 
Gingras, 2006). These learners are inexperienced in, and even fearful of, certain 
social settings. Being unsure of what their peers are thinking or feeling often leads to 
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increased levels of anxiety and stress. In order to reduce the risk of new and 
unfamiliar social situations, they avoid participating in lessons like Physical 
Education that involves team activities. In addition, these children struggle to 
distinguish between intentional and unintentional actions of other people and often 
become the victims of bullying and teasing from their peers, even though many of 
them desperately want friends and want to be accepted as part of their peer group.  
 
Cumine et al. (1998) state that learners with Asperger’s Syndrome experience 
considerable difficulties with reading the social and emotional messages from eyes, 
facial expressions and body language of other people. Hence, they often upset 
adults and their friends because they are considered rude and disrespectful as a 
result of their inability to read body language, or notice and ‘read’ the subtle cues 
given by their friends. For example, these learners violate a person’s personal space 
by standing too close to their peers; and others find it uncomfortable to stand close 
to others because they are tactile defensive. Very often, they become fixated with 
their special interest and monopolize conversations; while others avoid social 
conversations altogether. One theory suggests that their impairment in two-way 
conversation is due to their inability to understand the rules that govern social 
behaviour (Myles & Southwick, 1999). This would explain their inability to initiate and 
maintain a conversation and their inappropriate and offensive remarks. In all 
instances, it is necessary that the Asperger’s learner is trained in the correct use of 
gestures, facial expressions and eye contact to convey attitudes and meaning. By 
role playing, they learn the appropriate cues and actions for certain social situations. 
Approaches that can be used to support these children to learn the codes of social 
conduct are discussed later in this chapter. 
 
Children with Asperger’s Syndrome experience difficulties in understanding their own 
emotions and the emotions of others (Cumine et al., 1998). They are often 
bewildered when other children display their emotions. The result is that they react in 
an inappropriate way due to their own confusion and embarrassment. For example, 
they might laugh out loud when another child cries, a reaction which is inappropriate 
and which indicates their lack of empathy. 
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Cumine et al. (1998) states that these learners experience difficulties making and 
keeping friends. They tend to be unmotivated and self-centred and generally do not 
join in with others. They typically have fewer friends, playing less often and for 
shorter periods with them. Attwood (1998) states that when they do play that  their 
play generally must conform to their rules and they dictate the activity in order to 
have complete control to reduce the risk of being exposed to new and different 
ideas. For this reason, their play is often unimaginative and repetitive. At times, 
these children become demanding and inflexible, and impose strict rules to ensure 
predictability and to evade deliberate teasing from their peers. Attwood (1998) 
continues by stating that they are indifferent to peer pressure since they have no 
need for the latest toys and fashionable crazes as they prefer to follow their own 
interest on the playground. 
2.5.1.2  Central Coherence 
Attwood (2006b) and Cumine et al. (1998) refer to children with Asperger’s 
Syndrome as having weak ‘central coherence’. They have difficulties in experiencing 
wholes without paying full attention to the parts. That is, they focus on the detail 
rather than on the whole picture and thus, struggle to ‘piece things together’. For 
example, by seeing parts rather than the whole, they tend to fragment sentences into 
words, focussing on the number of words rather than the meaning of the sentence as 
a whole. This leads to difficulties in distinguishing between relevant and irrelevant 
information and the insistence that all sentences have the same number of words. In 
addition, these children are resistant to change. This has a negative impact on their 
ability to consider alternative options and to think in a flexible manner, both of which 
limit their problem-solving ability. 
2.5.1.3  Executive Function/Control 
Difficulties in Executive Functioning leads to learners with Asperger’s Syndrome 
experiencing difficulties in consciously controlling what they think and do. They 
experience difficulties in planning, and with stopping and/or starting a task. Very 
often they are unable to organise and plan a strategy for problem-solving and are 
unable to remain on task until the end of the activity. Consequently, learners with 
weak executive functioning may require assistance to initiate a task and support in 
their approach to a task (Attwood, 2006a). 
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2.5.2  Difficulties with communication 
Cumine et al. (1998) indicated that children with Asperger’s Syndrome often have 
excellent spoken language but their speech is inclined to be formal and pedantic. 
They tend to speak in superficially complex sentences but do not necessarily 
understand the complex verbal instructions that they are given (Attwood, 2006b). 
Although they may have clear and fluent pronunciation, their communication skills 
are usually weak. In other words, their difficulties lie in their language and use of 
language rather than speech. This is most evident in three areas of language: 
pragmatics, that is, how language is used in a social setting; semantics, that is, 
understanding that there may be several meanings; and prosody, that is, unusual 
tone and stress (Attwood, 1998). 
 
The manifestation of difficulties in these areas of language is that children with 
Asperger’s Syndrome struggle to have a natural conversation with others and their 
use of language are stiff and awkward. Also, they sometimes speak in peculiar, 
monotonous tones (Myles & Southwick, 1999). The factors that inhibit their ability to 
hold reciprocal conversation may include the following: making irrelevant comments 
not linked to the topic or changing the subject, interrupting and lacking spontaneous, 
sympathetic and complimentary comments. Furthermore, these children understand 
only the literal interpretation of what people say. They are gullible and naïve and 
assume that people always say exactly what they mean. They find the use of 
common phrases and idioms bewildering, for example, “Cat got your tongue?” and “If 
looks could kill”. 
2.5.3  Areas of special interest 
Children with Asperger’s Syndrome often have obsessive and narrowly defined 
interests (Myles & Southwick, 1999). Attwood (2006b) distinguishes a hobby from a 
special interest in that the special interest is abnormally intense and usually involves 
either collections or the acquisition of knowledge on a specific subject. Although 
there is limited research on the origin and functions of a special interest, Attwood 
(2006b) suggests that the functions of a special interest are used to overcome 
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anxiety and produce a relaxing effect; or to remember a pleasurable experience, 
linked to a previously enjoyed event. 
 
Baron-Cohen (cited in Klin, 2006) highlights the need for research to consider the 
strengths and special talents of individuals with Asperger’s Syndrome, as well as 
their deficits. Intervention programmes should recognise the potential of a special 
interest developing into a meaningful career. Similarly, Attwood (2006b) supports the 
positive role that people with Asperger’s Syndrome can play in a truly diverse, multi-
cultural society. Messiers (2007) revealed the impact of special interests on the lives 
of learners with Asperger’s Syndrome and the significance of incorporating them into 
the curriculum to improve school performance, communication, motivation and self-
esteem.  
2.5.4  Behaviour and emotional characteristics 
Children with Asperger’s Syndrome do not have the social understanding to predict 
the behaviour of others. In an effort to maintain order and predictability, they rigidly 
adhere to rules, without which they experience ‘complete chaos’ (Sainsbury, 2000). 
Some learners with Asperger’s Syndrome demonstrate their stress openly in words 
and action and others internalise their feelings. Many of these learners experience 
‘rage attacks’ (Myles & Southwick, 1999) as a result of the on-going stress and 
anxiety. Shore, an author with Asperger’s Syndrome (2003) states that teasing from 
his classmates was one of the contributing factors to him experiencing ‘meltdowns’. 
A teacher may be able to prevent a ‘rage attack’ if she recognises the signs of 
anxiety. In the classroom, there are on-going stressors or triggers present. These 
may include, for example, trying to follow the teacher’s directions but not 
understanding what is said, and wanting to play with others but not knowing how to. 
These learners are emotionally vulnerable and usually do not display their agitation 
as typical children do and so their discomfort goes undetected until it increases to a 
point of crisis (Myles & Southwick, 1999). Moreover, they have no desire to share 
their feelings with others. Cumine et al. (1998) emphasizes the importance for 
teachers to have a solid grounding in such behaviour to ensure that intervention is 
successful. 
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Furthermore, children with Asperger’s Syndrome experience enormous fatigue as a 
result of their efforts to cope in an environment where they know they are different 
from their peers and they do not ‘fit in’ (Gill, 2003). What is more, they are continually 
striving to reduce variety and establish predictability. Thus, problems with self-
esteem are common among these individuals (Myles & Simpson, 2002). Shore 
(2003), an author with Asperger’s Syndrome, explains that it was as early as first 
grade that he grew to fear other students and was a victim of their threats and 
bullying. 
2.5.5  Cognitive abilities 
Myles and Southwick (1999) maintain that many learners with Asperger’s Syndrome 
have average-to-above-average intellectual abilities but that the majority of them 
experience learning difficulties and are at risk of failure. This is explained by the 
pervasive deficits they experience in their social abilities and communication skills, 
concrete and literal thinking, inflexibility, poor problem solving ability and their limiting 
obsessive and narrow interests; all of which need to be addressed if they are to 
participate fully and be successfully included in any schooling system. In addition, 
they generally experience difficulty in comprehending abstract material (Myles & 
Simpson, 2002) and inferentially-based materials; and applying skills and knowledge 
to solve problems. The majority of these learners have the additional diagnosis of 
Attention Deficit Disorder (ADHD) (Myles & Southwick, 1999) which serves to 
aggravate the challenges they face in the classroom. 
2.5.6  The Asperger’s Syndrome learning style 
Due to the difficulties that children with Asperger’s Syndrome experience resulting 
from the effects of the triad of impairments, these children perceive the world 
differently. These differences are reflected in their learning styles. Sainsbury (2000) 
emphasizes the need for teachers to focus on teaching with a concrete learning 
style, eliminating difficulties with social understanding and weak central coherence of 
these learners. Attwood (2006), Cumine et al. (1998) and Koudstaal (2011) suggest 
that cognisance is given to their specific learning style by consideration of the 
following characteristics:  
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 Lack of motivation and competitive drive; 
 Inability to copy and imitate; 
 Perceptual difficulties due to inconsistent responses to sensory input; 
 Narrow and/or obsessive attention; 
 Difficulties in following sequence; 
 Inability to generalise knowledge and skills; 
 Weak communication skills; 
 Difficulties in areas of reading comprehension; 
 Difficulties with problem solving;  
 The relative strength in their retention of facts. 
In addition, the presence of additional difficulties and disorders must be considered. 
These may include, but are limited to attention deficit, disruptive behaviour and 
anxiety disorders. 
2.5.7  Motor skills 
Myles and Simpson (2002) indicate that children with Asperger’s Syndrome tend to 
have poor motor skills along with co-ordination and balance problems. These may 
include problems with posture, upper and lower limb co-ordination, which result in 
them being clumsy. Attwood (2006) adds that difficulties that occur as a result of 
gross-and fine-motor co-ordination are evident in these learners struggling to write 
and use scissors and experiencing difficulties with ball skills and team sports. 
2.5.8  Sensory sensitivity 
According to Aylott (2000), extreme sensitivity to stimuli is common in children with 
Asperger’s Syndrome and they usually display some sort of sensitivity in one or 
more of their senses. Attwood (2006) and Myles and Southwick (1999) reported that 
children with Asperger’s Syndrome may display a hyper- and hypo-sensitivity to 
specific sensory experiences. Sound sensitivity is the most common sensitivity 
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associated with these individuals. Three types of noise are regarded as extremely 
unpleasant for them: high-pitched or continuous sounds, sudden or unexpected 
noises and confusing, complex noises. Unpleasant sensory stimuli include whistles, 
bells and sirens. Sensitivity to visual stimuli may include hypersensitivity to 
fluorescent lights, glare and strong sunlight. Tactile sensitivity includes an aversion 
to or preference for certain fabrics and sensitivity to tags and seams touching their 
skin. In addition, they may be sensitive to a particular type of touch and pressure. 
Olfactory sensitivity includes a hypersensitivity to certain odours and fussiness to 
certain tastes and textures of food. 
Very often, children with Asperger’s Syndrome experience additional sensory 
difficulties that distort how they perceive the world (Myles, Cook, Miller, Rinner & 
Robbins, 2005). These difficulties arise from the abnormal processing of information 
through two sensory systems, often referred to as the “hidden or inner senses” 
(Shore, 2003). They are the vestibular system, that regulates the senses of 
movement and balance in the body, and the proprioceptive system that processes 
the sensory information received from joints and muscles during movement and 
informs the individual where their body is in space. Shore (2003: 49), an author with 
Asperger’s Syndrome, describes the reaction of distorted proprioception as “Having 
a body made of molasses. Movement is tiring”. Sensory Integration (SI) Therapy is 
incorporated into occupational therapy and is extremely beneficial to children who 
experience sensory processing difficulties. 
 
2.6  EFFECTIVE ACCOMODATIONS TO THE LEARNING ENVIRONMENT 
Due to the complex nature of Asperger’s Syndrome, classroom teachers must 
develop an understanding of the complexity of the characteristics that relate to and 
affect school performance. Consideration of the ‘triad of impairments’ is essential in 
order to provide meaningful instruction. These learners require certain modifications 
to the learning environment that will promote opportunities for successful learning to 
occur. Accordingly, the incorporation of effective modifications in the classroom is 
helpful in assisting the teacher in helping these learners to adapt and to be more 
comfortable. It will also support the other learners in the class to accommodate a 
learner with Asperger’s Syndrome in their class. 
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2.6.1  Classroom organisation 
Children with Asperger’s Syndrome benefit from a classroom environment that offers 
clarity and consistency (Cumine et al., 1998). Structure and ‘sensory orderliness’ of 
the environment allows the learner with Asperger’s Syndrome to feel a greater sense 
of control over his environment (Muskat & Redefer, 1996). These children are 
extremely sensitive to change. Unexpected events cause them severe anxiety which 
may result in them experiencing depression, anxiety, aggression and hyperactivity as 
a response to frustration in the learning environment (Griffin et al., 2006). They thrive 
on uniformity and cope best in a structured learning environment that is conventional 
and which offers predictability and routine (Fine & Myers, 2004: 4). 
 
In order to maintain familiarity and predictability, the use of visual information can be 
useful to learners with Asperger’s Syndrome, since they are usually visual learners. 
Griffin et al. (2006) recommends the use of schedules and charts that provide visual 
cues of what can be expected to happen during the day. These can be used in 
conjunction with a class discussion at the start of each day in order to ‘brief’ the 
learners on the day’s timetable. These aids enhance their capacity to appropriately 
respond to various demands in the school day and reduce the likelihood of anxiety 
(Bullard, 2004: 176-180). Other useful organisational aids are labelling or colour 
coding to increase familiarity with the surroundings and to provide order in the 
classroom environment (Moore, 2002: 49). 
 
Another modification to the classroom includes the seating area for the learner with 
Asperger’s Syndrome. These learners are at risk of perceptual overload and 
consideration should be given to their sensory sensitivities which cause them 
extreme stress (Attwood, 2006). They are easily distracted and do not like to feel 
crowded. At certain times of the day, some may even require their own ‘space’ when 
they become over-stimulated (Bullard, 2004). Moore (2002: 48) suggests that the 
seating arrangement that best suits these learners is usually at the end of a row with 
a clear passage to the front of the room and the exit. A quiet area of the classroom, 
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furthest from open doors and windows may suit the learner who is easily distracted 
or has auditory sensitivity (Attwood, 2006b: 245). 
 
Myles and Southwick (1999) maintain that behaviour problems in children with 
Asperger’s Syndrome are closely linked to their inability to cope in a world that they 
perceive as being unpredictable. Attwood (2006b: 244) maintains that from his 
experience, these learners make excellent cognitive progress in a classroom that is 
quiet and well-organised. Cumine et al. (1998: 47) claims that activities outside the 
classroom may be most challenging for these learners. Activities in the school that 
involve high traffic and little structure, such as playtime and assembly may cause 
high levels of stress and anxiety for these learners. If possible, teachers should limit 
such activities for learners with Asperger’s Syndrome if they see that this is causing 
undue stress. Strategies to help these learners cope with movement around the 
school include the gradual introduction of such activities, visits beforehand to 
familiarise the child, role play and the use of a buddy system, that is, a child who is 
able to assist in the event that the learner with Asperger’s Syndrome experiences 
difficulties, such as becoming disorientated or lost. 
2.6.2  Visual information 
Attwood (1998) mentions that learners with Asperger’s Syndrome think 
predominantly in a visual way; thinking rather in images than in words. Their thinking 
is highly organised and is often misunderstood. Being visual learners places the 
children with Asperger’s Syndrome at a disadvantage at school since much verbal 
thinking is required. Attwood advises teachers to encourage visualization by using 
diagrams and visual comparisons (Attwood, 2006b: 253). In order to maximize clarity 
and minimize anxiety, visual supportive learning materials can be incorporated into 
the classroom most successfully. Schedules and visual organisers help to develop 
learner independence. 
2.6.3 Play 
It is through play that children develop social skills and acquire language. Play also 
affords them the opportunities to discover their environment. Through play they are 
challenged, make choices and develop imagination (Attwood, 2006b). Due to the 
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‘triad of impairments’ learners with Asperger’s Syndrome do not learn the social skills 
through play that other children do (Moore, 2002: 159). They often avoid or disrupt 
play and need facilitation to learn how to play a game with their friends. Unstructured 
play time can be a source of severe anxiety for these learners (Leventhal-Belfer & 
Coe, 2004). Similarly, Wing (2009) reports that these learners often see no purpose 
in playing with other learners and prefer to remain absorbed in their special interests. 
A sensitive and informed teacher will understand that it is imperative to provide 
intervention strategies to support and assist these learners to develop the ability to 
interact with their peers. Intervention strategies may include providing an aide to 
facilitate play, encouraging peers to include the learner in their play, praising 
acceptable behaviour and structuring activities to develop play. Watson, (n.d.) 
advises that children with Asperger’s Syndrome must be taught how to join in play 
and must learn which social behaviours are acceptable and which are inappropriate. 
After play, it is important that they receive feedback on their behaviour as this will 
build their confidence and help them to distinguish between acceptable and 
unacceptable behaviour. 
2.6.4  Homework 
Homework is another area that causes considerable anxiety to children with 
Asperger’s Syndrome (Attwood, 2006b) and careful selection of the amount and type 
of homework is needed for these learners (Myles & Simpson, 2002). A plausible 
explanation for such emotional anguish is the high level of fatigue experienced by 
these learners from the mental exhaustion experienced after completing the school 
day. Another consideration is the profile of cognitive skills of these learners. Due to 
weak executive function, they experience difficulties planning and organising their 
homework, and distinguishing between relevant and irrelevant information. These 
factors, together with their impulsivity and distractibility can cause them considerable 
stress doing homework. Homework load should be kept to a minimum and 
homework guidelines and support should be offered to the caregiver or parent. 
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2.7  TRANSITION THEORY 
According to Greene and Kocchar-Bryant (2003) a transition may be defined as a 
continuing process of movement toward independent adulthood. This may occur in 
two directions, that is vertically (in the case of a learner transiting from the school 
environment to the place of work) or horizontally (where a learner transits from one 
level of education to another, as in the case of John) (Greene & Kocchar-Bryant, 
2003). While much literature is available on vertical transitions, less is available on 
horizontal transitions, especially research focussing on the transition from special 
needs or remedial educational environments to the mainstream educational 
environment. Halpern (1994) indicates that transitions have academic, vocational 
and social consequences. Furthermore, Fennimore and Tinzman cited in Greene 
and Kocchar-Bryant (2003:11) argue that the educational environment of the school 
plays a major role in the efficacy of the transition (even influencing possible dropout 
of learners). Learners entering into less supportive environments, especially in terms 
of vertical transitions, experience negative self-concepts, poor socialization skills, 
stress and anxiety (Chadsey & Sheldon, 1998 in Greene and Kocchar-Bryant, 2003). 
Thus, one can concur that supportive environments should provide learners with the 
opportunity to develop positive self-concepts, socialize more and feel more 
comfortable. Greene and Kocchar-Bryant (2003) indicate that transitions affect a 
person’s self-concept, their motivation, as well as their personal life-span 
development. 
 
Miller and Rice (as cited in Billington et al., 2004) indicate that the transition is one of 
“temporary boundary crossing”, where learners take with them their loyalties, cultural 
and organizational meanings from the existing system into the new system, where 
they are visitors until they can internalize this information into the new system. This 
is only possible if the two systems share a “primary” or fundamental task. Billington 
et al. (2004) further states that the condition for judging a new system rests on the 
individual and not the community. Further to this, Demchak and Greenfield (2003: 2) 
indicate that this time is one of both “concern” and “excitement”. Here, the learner is 
presented with unique challenges and it is the purpose of this study to consider the 
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experience of a learner who has undergone such a shift in environment. According to 
the website Parentline Plus:  
“How a child copes with change can very much depend on the kind of support he/she 
receives” (www.parentlineplus.org.uk, para. 3). 
 
Perhaps it is important to take into consideration what Willig (cited in Babbie et al., 
2001) describes as a Foucauldian discourse in understanding this experience, and 
move away from asking what and why questions and move towards asking more 
fundamental questions about how people think and feel about what they do, and 
what this behaviour subsequently leads to. Billington et al. (2004) indicated that the 
group or system to which an individual belongs provides that individual with identity, 
commitment and belonging. However, as the learner transits into the new system 
he/she may be faced with frightening or exciting experiences. Lad et al.(1996) 
discovered that friendships improve a learner’s attitude, improve their adjustment to 
a new school context and lead to higher levels of achievement in that context. 
According to Wilson (2003), the time of transition may be traumatic, unnerving and 
confusing for learners, as they enter into a realm of the unknown. This can be 
disempowering for them as they move away from their comfort zones into unknown 
territory. Several websites provided guidelines for parents to assist learners in coping 
with the transition, but few gave guidelines to schools. These challenges of 
transitions may have an even more profound effect on learners with Asperger’s 
Syndrome due to the nature of the syndrome. The transition from special needs to 
mainstream education means an increase in school size and departmentalized 
teaching (Adreon & Stella, 2001). In addition, learners meet with increased 
expectations for achievement and behaviour.  
 
Although learners with Asperger’s Syndrome may excel academically, they will find 
expectations in the social and behavioural domains to be quite elusive (Adreon & 
Stella, 2001). Consequently, children with Asperger’s Syndrome are frequently 
excluded, teased, or bullied and they may begin to feel left out, misunderstood, or 
persecuted in the mainstream school environment. Learners with Asperger’s 
Syndrome are likely to be anxious about completing increased homework 
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assignments, interacting with other learners, navigating the unfamiliar school 
building, getting lost and being late for class (Adreon & Stella, 2001). Learners with 
Asperger’s Syndrome are also likely to experience anxiety about the same activities 
that typical learners look forward to. Learners with Asperger’s Syndrome will 
experience anxiety regarding changing classes and adjusting to different teachers 
(Adreon & Stella, 2001). 
 
It is the purpose of this study to try to understand John’s experiences of this 
transition from a special needs to a mainstream education environment. Once this is 
understood, this research may provide useful guidelines for schools to assist 
learners with Asperger’s Syndrome in coping with the transition, particularly from the 
remedial school context to the mainstream school context. 
 
2.8  CHAPTER SUMMARY 
Due to the complex nature of Asperger’s Syndrome, school-going children with this 
disorder experience severe barriers to learning. The accommodation of these 
learners in the classroom requires a well-informed teacher who understands the 
complexity of this disorder and how it affects school performance. 
 
Learners with Asperger’s Syndrome have been described as people who think and 
perceive the world differently. Appropriate adaptations need to be made in the 
classroom to work successfully with learners with Asperger’s Syndrome. 
 
The research method and design used in this study will be explained in Chapter 
Three.  
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CHAPTER 3 
RESEARCH PARADIGM, DESIGN AND METHODOLOGY 
 
3.1  INTRODUCTION 
As a researcher, I need to constantly be aware of my research paradigm and design 
methodology and ensure it is suitable and appropriate for the inquiry at hand. In this 
chapter, I describe the social-constructivist paradigm within which this research was 
conducted. I demonstrate how an interpretive approach complements this paradigm 
and research design and explains my research design, justifying my use of a case 
study as a strategy of inquiry. The method of data generation and analysis will then 
be explained in detail. Next, I elaborate on the constant comparative method 
especially in the discussion of data analysis. The primary and secondary aims of this 
research will be clarified and a description of the participant will be given. Finally, the 
means used to ensure the trustworthiness of the study are revealed. 
 
3.2  RESEARCH PARADIGM 
A paradigm has been defined as “a model or framework for observation and 
understanding, which shapes both what we see and how we understand it” (Babbie, 
2007: 32). Guba (1990) as cited in Creswell (2007: 19) adds that a paradigm is “a 
basic set of beliefs that guide action”. It follows then that a paradigm is “a way of 
looking” at a phenomenon whereby each paradigm has its own set of assumptions 
regarding the nature of reality (Babbie, 2007). In this study, my chosen paradigm or 
“way of looking” at and interpreting the data have not only contributed to but shaped 
the final outcomes of the inquiry.  
Denzin and Lincoln (2008) contend that each research paradigm places its own 
demands on the researcher in terms of the questions the researcher asks and the 
interpretations he or she brings to them. Therefore, I have been transparent about 
my set of beliefs, assumptions and interpretations from the beginning of the research 
inquiry.  
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According to Denzin and Lincoln (1998) and Guba and Lincoln (2008), paradigms 
consist of three elements, namely: ontology, epistemology and methodology. Hence, 
in searching for the most suitable paradigm for my research, I took Denzin and 
Lincoln’s (1998) suggestion and answered the following questions: “What is the 
nature of reality?” (Ontology), “What is the relationship between the inquirer and the 
known?” (Epistemology) and “How do we know the world or gain knowledge of it?” 
(Methodology).  
 
Firstly, I believe that reality is a subjective experience; this means that people 
construct their own meanings and individual realities during their social interactions 
and relationships. I would therefore say that reality is relative to a person’s frame of 
reference or worldview. Hence, relativist ontology is most suitable to my research 
paradigm. John was a learner in my class during his grade 4 year, which was also 
his first year in the mainstream school. John and I have a good relationship and I 
have been interacting with him on a regular basis. My frame of reference was thus 
shaped by my social interaction and relationship with John. 
 
Regarding the epistemology of this research, I once again refer to the subjective 
meaning-making during any attempt at acquiring new knowledge. In this study, the 
relationship between the inquirer and the subject being researched was such that as 
researcher I tried to lessen the distance between myself and the subject being 
researched, as is suggested by Creswell (2007), in order to almost become an 
“insider” within the inquiry. John’s teachers in the mainstream school were also my 
colleagues, in that we had a close relationship and we shared thoughts and 
concerns regarding John in the classroom once he started in the mainstream school. 
Hence, this study subscribes to a subjective epistemology wherein the findings and 
interpretations of this study were co-constructed by me as researcher and the 
participants within their natural environment. I interviewed the two mainstream 
teachers who had worked with John in their classrooms at the mainstream school. 
John and his mother were interviewed in their home, which is their natural 
environment. 
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The constructivist paradigm in one that resonates most strongly with me to answer to 
the questions above and it makes the following philosophical assumptions: a) that 
there are multiple realities. The two teachers and John’s mother might have 
experienced the transition differently and each of them might have experience John 
differently; b) researcher and respondent co-create understandings. I tried to get the 
different opinions and views of the two teachers, John’s mother and John in order to 
help me shape my own understanding and observation of the transition; and, c) a set 
of methodological procedures take place in the natural world, this is also the reason 
why I interviewed the participants in their natural environments, which were at the 
mainstream school for the two teachers and at home for John and his mother. This 
constructivist worldview is represented in Figure 3.1. 
 
Figure 3.1: The philosophy underlying a constructivist paradigm 
Adapted from Denzin and Lincoln (2008: 32) 
Reflecting on personal beliefs, socio-cultural history and background experiences 
has made me aware that my personal worldview is most closely linked to the 
paradigm of constructivism, specifically social-constructivism. 
 
Relativist Ontology 
Constructivist Paradigm 
Naturalistic/ 
Hermeneutical/ 
Dialectical 
Subjective 
Epistemology 
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3.2.1 Social-constructivism 
As a paradigm, social-constructivism holds that people seek to make meaning and 
understand the world in which they live and work (Creswell, 2007). These meanings 
are developed subjectively and formed through social interactions with others and 
through historical and cultural norms. Hence, the goal of research is to capture the 
participant’s view of a situation and inductively develop a theory or pattern of 
meaning (Creswell, 2007). Therefore as a researcher, I have focused on the 
subjective meaning that the participants have created for themselves within their 
world of work, which is the mainstream school environment, whilst still 
acknowledging how my interpretation as researcher has been shaped by my own 
personal, social, cultural and historical experiences. Denzin and Lincoln (2008: 8) 
argue that in research; individuals are studied knowing that as researchers we 
actively shape the exploration since “there is no value-free science”. By recognizing 
this position, it is acknowledged that the findings of this study have been contoured 
by my philosophical assumptions. Stated differently, the inherent nature of this 
research is interpretive and so I have positioned myself within the interpretation of 
the research inquiry. 
3.2.2  Interpretive framework 
As such, Creswell (2007) points out that researchers ‘position themselves’ within the 
research as a way to accept that their own personal, cultural and historical 
experiences influence their interpretation of the research. Hence, the aim of using an 
interpretive approach is to infer the meanings others have about the world. Denzin 
and Lincoln (2008: 8) support this viewpoint stating that the researcher must:  
“understand that research is an interactive process shaped by his or her own 
personal history, biography, gender, class, race and ethnicity, and by those of the 
people in the setting”.  
Since most qualitative research involves some interpretation on the part of the 
researcher, and this interpretation is almost always subjective, this means that most 
qualitative research approaches are interpretive by default.  
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This information is elucidated by Denzin and Lincoln (2008: 31) in their statement 
that “all research is interpretive; it is guided by the researcher’s set of beliefs and 
feelings about the world and how it should be understood and studied”. An 
interpretive approach recognizes the self-reflective nature of the researcher who 
interprets data and then presents the information (Creswell, 2007). Furthermore, the 
above-mentioned authors agree that interpretive research pays particular attention to 
issues of language and discourse, as well as issues of power, authority and 
domination. Hence, the interpretive approach has lent itself nicely to the social 
constructivist paradigm within which this study was conducted. Also aligning with this 
paradigm is the critical psychological approach and qualitative research approach 
which formed the basis of my research design. 
 
3.3  RESEARCH DESIGN 
This research was conducted from a qualitative research approach. Denzin and 
Lincoln (2008: 4) offer the following definition which helpfully captures the complexity 
of qualitative research: “Qualitative research is a situated activity that locates the 
observer in the world. It consists of interpretive, material practices that make the 
world visible”. These authors elaborate on this definition, saying that qualitative 
research practices convert the world into numerous representations such as field 
notes, interviews, memos, photographs, conversation and recordings. Thus, 
qualitative research is an interpretive approach and naturalistic approach, given that 
it involves studying people in their natural setting. 
 
Marshall and Rossman (2006:2) offer a similar description: “qualitative research is 
pragmatic, interpretive, and grounded in the lived experiences of people”. This is 
corroborated by Creswell (2007: 37): 
“Qualitative research begins with assumptions, a worldview, the possible use of a 
theoretical lens, and the study of research problems enquiring into the meaning 
individuals or groups ascribe to a social or human problem”. 
Table 3.1, which is adapted from Creswell (2007), summarises the main 
characteristics of qualitative research: 
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Table 3.1: Characteristics of Qualitative research 
 
(Adapted from Creswell, 2007:38) 
These characteristics of qualitative research provide a point of reference to reflect on 
the design of my study. Firstly, conducting the research in the participant’s natural 
setting was a definite possibility provided that the participants were comfortable and 
agreed to this. The two teachers were interviewed in their classrooms at the 
mainstream school. John and his mother were interviewed at their home in Auckland 
Park. Secondly, multiple sources of information were collected in the form of 
interviews with the two mainstream teachers, John and his mother, a researcher’s 
journal on the research process and on the observations made by the researcher 
who was also John’s teacher in Grade 4 (his first year in the mainstream school) and 
a verification concept map of the findings. The analysis was emergent and the 
inquiry was interpretive as was evident from my reflections in my research journal. 
This journal also reflects the interpretive nature of this inquiry as reflexivity formed a 
large part of my reflections which in turn contributed to the emergent and inductive 
nature of this research so that patterns, categories and themes could be constructed 
interactively and from the ‘bottom-up’ (Creswell, 2007). This process will be 
elaborated on later in this chapter. As Patton (2002) and Creswell (2007) 
conceptualized it, qualitative research places an emphasis on holistic forms of 
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analysis which involve complexity, detail and context, and the methods used in 
qualitative research needs to be flexible and sensitive to the social context in which 
the data are produced. Within the qualitative research approach, one such method 
that offers such flexibility and sensitivity is the case study. 
3.3.1  A Case study 
Case study research has been defined by Creswell (2007:73) as involving “…the 
study of an issue exploring through one or more cases within a bounded system (i.e., 
a setting, a context)”. Hence, a case study explores a bounded system based on 
extensive data collection (Creswell, 2002). Smith (1978) defines case studies as 
“intensive descriptions and analyses of a single unit or bounded system”. The 
boundaries of this study were within the mainstream school setting and within the 
classroom and playground context. This case study design focused on a learner with 
Asperger’s Syndrome and the educational transition, which is another criteria of the 
study. Yin (2001) indicates that case studies provide the researcher with the 
opportunity to gain a close, in-depth, and first-hand understanding of a situation by 
using direct observations to collect data in natural settings. This provides the 
potential to consider the ‘real-life context’ of the case (Yin, 2001). In this study, the 
researcher wished to uncover the meaning and experience of the transition on the 
learner from this perspective. 
 
The individual case study is a “detailed account of one person” from different aspects 
in an in-depth way (Babbie & Mouton, 2001: 282). In this study, the researcher 
aimed to consider the case of John in detail from a variety of perspectives. In 
addition, the researcher aimed to delineate the study to that which concerned the 
particular learner in order to develop depth in the study as opposed to breadth. In 
order to gain insight into the experiences of John during the transition, the 
researcher sought to explore the “what”, “why” and “how” of the study, or as Yin 
(2001) puts it, the descriptive or explanatory approach. 
Case studies are useful research tools to refine theory, suggest complexities for 
further investigation and to establish the limits of generalizability (Stake, 2003). Case 
studies give a rich, holistic account of a phenomenon and are fundamental in 
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advancing the knowledge base of a particular field (Merriam, 1998). However, the 
disadvantage of such rich description is that it is time-consuming and can be too 
detailed for educators or policy makers to use (Merriam, 2002). According to Babbie 
et al. (2001), much criticism has been levelled at the case study approach because 
the findings reported from single events are then extended to the larger population, 
which may not be possible. In addition to this, Goodwin (2002) indicates that the 
researcher can easily ‘colour’ the research presented. However, to counter this 
argument, Babbie et al. (2001) indicate that if multiple sources of data are examined 
and triangulated then valid and reliable data may be obtained. Thus, in order to 
counter these negatives, the researcher chose to use multiple perspectives in this 
study and triangulated the data to ensure that the research was valid and reliable. As 
the researcher, I was the primary instrument of data generation and analysis in this 
inductive process (Merriam, 2002).  Figure 3.2 summarises the process followed 
during this study. 
Figure 3.2: The research process 
 
Data collection Data analysis 
Writing up/ 
Interpretation 
Theory and Literature review 
Research Journal, 
Memo Writing  
Inductive Emergent 
Semi-structured Interviews Constant comparative method 
Verification  
concept map 
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From Figure 3.2, it can be seen that the data generation and analysis processes took 
place while I simultaneously continued to write memos and reflect in my researcher 
journal throughout the process. Data were generated via semi-structured interviews 
with the two mainstream teachers, John and his mother, a researcher journal on the 
observations made during the research process and a verification concept map of 
the findings. The data were analysed using a constant comparative method (Tweed 
& Charmaz, 2011). These procedures facilitated the interpretation and final write-up 
of the research data, which were simultaneously compared with existing theory and 
literature on the topic.  
 
3.4  AIM OF RESEARCH 
The primary aim of this research was to explore and identify the support needs of a 
learner with Asperger’s Syndrome (John) in the transition from special needs to 
mainstream education. A secondary aim of this research was to explore the 
experiences of John in the transition from special needs to mainstream education.  
 
These findings may help future learners with Asperger’s Syndrome in their transition 
from special needs to mainstream education;, to evaluate current strategies and 
practices, it may also help to put certain strategies and structures in place to support 
learners with Asperger’s Syndrome with transition from special needs to mainstream 
education. In this way, the inquiry could contribute to make transition for learners 
with Asperger’s Syndrome, easier.  
 
3.5  THE PARTICIPANTS 
Since one of the prerequisites of a case study was that the case should be “bound” 
by time and activity, this study focused on a Grade 4 boy with Asperger’s Syndrome 
that came from a remedial school to a mainstream school. I was teaching the Grade 
4 class at the mainstream school and John was in my class. Purposeful sampling 
was used to identify John. Stake (2003) emphasises that representativeness in this 
sense applies to the case itself and not to the rest of the world. Thus, this method of 
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sampling was adequate to study and used to better understand “the particular” of the 
case and not to make generalizations (Stake, 2003). The sample group was selected 
non-randomly to generate the most information on the phenomenon of interest 
(Merriam, 2002).  
 
3.6  RESEARCH METHODOLOGY 
The steps followed during the research will now be outlined and explained. I will 
begin with the pre-data generation procedures. 
3.6.1  Pre-data generation procedures 
First, my research proposal was approved by both the University Higher Degrees 
Committee and Ethics Committee (see Appendix A). The sample was purposive 
(Creswell, 2007). I identified John in my Grade 4 class and had a meeting with his 
mother explaining the research process and that I wanted to use John as my 
participant, I also asked her if she would be willing to participate in the research as 
well. She verbally agreed to be a participant and they gave their permission for John 
to be used in this case study. John also gave his assent to be part of this study. 
I also asked the headmaster at the mainstream school permission to do the research 
and he also verbally agreed to this. Then I asked two of the teachers at the 
mainstream school if they would also be willing to participate. They also agreed 
verbally to be participants. All the participants subsequently signed consent letters, 
of which an example can be obtained from Appendix B. 
3.6.2  Data generation 
After receiving verbal permission from all the participants, I sent out written 
participant consent forms to the participants. This form included a brief description of 
the research and the voluntary nature of the study. Their rights to confidentiality, 
anonymity and to withdraw at any time during the study were ensured in the form. I 
asked the participants to sign this form to indicate that they had been fully informed 
about the study and their rights before participating in the study. Using my research 
question to guide me, I then embarked on the process of collecting and analysing the 
data. 
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Data were generated using multiple sources of information. I decided to use the term 
data generation rather than data collection as the former concept suggests that the 
data needed to be worked through and generated rather than simply collected 
(Tweed & Charmaz, 2011). The aim of using multi-methods of data generation was 
to add to the rigour, breadth, complexity, richness and depth of the inquiry (Denzin & 
Lincoln, 2008). After each individual interview had been analysed, the memo writing 
process took place. As discussed earlier in the chapter, the memo writing process 
was essential in the formulation of the final categories, sub-themes and in 
interpreting the research. Theoretical sampling was a fundamental process as it 
allowed me to explore my tentative ideas about the data in a more thorough manner 
during later interviews with the participants. Finally, all the processes involved in data 
generation discussed above contributed to the development of emerging theoretical 
categories in this study.  
 
To sum up, I used two methods of data generation namely, a semi-structured 
interview and a verification concept map. I conducted four semi-structured individual 
interviews which where transcribed by an external transcriber. I meticulously 
checked the completed transcriptions and analysed them. Once the analysis had 
been completed of the four semi-structured interviews, a verification concept map 
was sent to three interviewees. Throughout the research process I recorded my 
personal views, thoughts, ideas and observations in my research journal. 
Now, I offer a detailed description of each method used in the data generation 
process. I will begin with the semi-structured interviews. 
3.6.2.1  Semi-Structured Interviews 
I defined semi-structured interviews as having less structure and rigidity than the 
structured interviews usually associated with quantitative interviewing. Babbie (2007) 
goes so far as to contend that asking pre-established questions and recording the 
answers does not work in qualitative research. Instead, he suggests that “…the 
answers evoked by your (the researcher’s) initial questions should shape your (the 
researcher’s) subsequent ones” (Babbie 2007:306). From this perspective, the 
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qualitative interview is more like a conversation, which aligns with the genre I chose 
for the purpose of this research inquiry.  
 
Creswell (2007) explains that using purposive sampling strategy aids in fully 
representing diverse cases, as well as multiple perceptions about the case. John 
was purposefully chosen for this study. 
 
According to Merriam (2002) qualitative research should ideally be carried out in the 
field in order to observe behaviour in its natural setting. I met with John and his 
mother at their house as this was the only possible time that would suit his mother. 
The two mainstream teachers were interviewed in their classrooms at the 
mainstream school. Although I prepared an informal interview schedule of questions 
to guide me, the interviews remained flexible. Table 3.2 shows examples of the 
guiding questions that were used during the interviews. Each interview took more or 
less twenty minutes and followed its own course, being directed by the answers 
given by the interviewees. This allowed me to vary the questions as each situation 
demanded (Lichtman, 2006). 
Table 3.2: Examples of the guiding questions used during the interviews 
1. What is your perception of John’s experiences in moving from the remedial school 
environment to the mainstream school environment? And have you seen any 
improvement or growth? 
2. You have a child with Asperger’s Syndrome in your class. Are you experiencing new 
challenges compared to previous years? 
3. What is the effect on the rest of the class? 
4. And what, in terms of the academic improvement that he’s had, how do you think he 
felt or what do you think his experience of improving so dramatically this year, what 
do you think that experience was like for him, how do you think he’s experienced it? 
 
After getting permission from the participants to video record them, the interviews 
were recorded on a video camera and I also recorded my observations in my 
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research journal. After each interview had been conducted, the video data was 
transcribed by an external transcriber and then checked by myself to ensure that the 
transcription captured the essence of what the participants had said. Extracts from 
these transcriptions can be found in Appendix C. The tentative sub-themes 
generated from the analysis of the interviews were then either confirmed or 
questioned using a verification concept map that was sent to all the interviewees via 
email. An example of the verification concept map can be found in Appendix D. 
3.6.2.2  Verification Concept Map 
A verification concept map (see Appendix D for an example) representing the main 
thematic findings from the initial data analysis of the semi-structured interviews was 
distributed to all of the participants. All of the concept maps were verified by the 
participants. Once the sub-themes were verified, the report was written up (Afonso, 
2009). The use of the verification concept map assisted in improving the 
trustworthiness of the study. Another such method used was that of a researcher’s 
journal. 
3.6.2.3  Researcher Journal 
A researcher journal was kept for the duration of the research study. This journal is 
“a kind of diary in which the investigator on a daily basis, or as needed, records a 
variety of information about self (hence the term “reflexive”) and method” (Lincoln & 
Guba, 1985:327). This journal included: a) observations made during the study; b) a 
personal dairy; and c) a methodological log; as described by Lincoln and Guba 
(1985:327). It was in here that I recorded my thoughts and feelings, self-reflections, 
ideas, insights, observations and hunches regarding my research topic and research 
design. My insights regarding the participants in the study, my beliefs, assumptions 
and values as well as what I had learned through the research process were all 
recorded in the journal. This assisted me in developing a research argument and 
highlighted how my interpretations of the research gathering process were shaped 
by my personal assumptions of the world and the people in it. This process of 
reflecting critically on oneself as researcher was termed “reflexivity” by Guba and 
Lincoln (1981: 2008). Extracts from the researcher’s journal can be found in 
Appendix E. Therefore, reflexivity formed a substantial part in writing up the final 
conclusions and recommendations of the findings of this study. 
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3.7  DATA ANALYSIS 
The following section provides a detailed discussion of the data analysis procedure 
followed throughout the course of this research inquiry. Creswell (2007: 148) 
describes data analysis procedure as one which: “consists of preparing and 
organising the data (i.e., text data as in transcripts, or image data as in photographs) 
for analysis, then reducing the data into themes through a process of coding and 
condensing the codes, and finally representing the data figures, tables or a 
discussion”. 
 
In what follows, I will firstly describe how the data were prepared for analysis. A 
tabulated explanation of codes will then highlight how the data sets were organised 
before being analysed. Lastly, a detailed description of the coding and categorising 
of the data will be discussed. 
3.7.1  Coding the data 
As Tweed and Charmaz (2011: 92) points out “coding is the pivotal link between 
collecting data and developing an emergent theory to explain these data”. The data 
was first transcribed into text format using a word processor. After immersing myself 
in the text, and attempting to get a ‘feel’ for the broader message in the discourse, I 
converted the texts into a ‘.txt’ format that would be appropriate for use in the Weft 
QDA.qualitative software This computer-based software is open source software, 
which is utilised to analyse textual data such as interview transcripts, documents and 
field notes (Fenton, 2006). Figure 3.3 shows a screenshot of the different codes and 
categories used in the Weft QDA software. 
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Figure 3.3: A screenshot of the data analysis software 
Whilst coding, the ‘constant comparative method’ of analysis was used to compare 
the data at each level of analysis (Tweed & Charmaz, 2011). The constant 
comparative method allowed observations (as recorded in my research journal) to be 
compared with one another as well as with the emerging inductive theory (Babbie, 
2007).Thus, the constant comparative method began with an engagement with the 
data and ended with a theory that was generated in the data (Hesse-Biber & Leavy, 
2006: 348). 
 
As stated by Merriam (1998: 178) data analysis is “…the process of making sense 
out of the data”. The process of making meaning in this inquiry included combining, 
reducing and interpreting what the participants said and what I have read.  
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3.7.2  Categorising 
Categorising the codes is an analytical step and involves selecting certain codes as 
these may have more significance than others. In some cases, categorising meant 
moving common sub-themes and patterns into a more abstract analytical concept 
(Creswell, 2007). During this process, the categories need to be mutually exclusive. 
Once all the data were analysed in this way, the preliminary findings needed to be 
finalized. An example of the Weft QDA categories can be found in Appendix F. 
3.7.3  Finalising preliminary categories 
As Tweed and Charmaz (2011) explains, the initial sampling of this research inquiry 
provided a start for me as the researcher, before entering the field. However, once 
the data generation process had started, I used Tweed and Charmaz’s (2011) 
understanding of ‘theoretical sampling’ to assist the conceptual and theoretical 
development of the study. Theoretical sampling involves sampling the data to 
develop theoretical categories. In short, I selected certain information from the initial 
responses that I wanted to explore further in order to refine and develop the 
theoretical categories. I therefore refined the tentative categories into preliminary 
themes, which were in turn refined to from final themes and broader overarching 
themes. In this way, Tweed and Charmaz (2011: 108) asserts that theoretical 
sampling allows the researcher to: “a) elaborate the meaning of categories, b) 
discover variation between the categories and c) define gaps among the categories”. 
Once the data generation and analysis procedures had been completed, I arrived at 
tentative findings by categorising the data. The responses from all the different 
participants were clustered together under similar categories. From these categories, 
the preliminary themes of the research were developed.  
 
After the preliminary themes were formulated, they were put into a graphical 
representation via the use of a concept map. The concept map was constructed from 
the theoretical sampling of participant’s responses in the semi-structured interview 
data sets. This was done for each of the themes using the research question as a 
guide and resulted in a final concept map which was then issued to all interviewees 
for verification of the final sub-themes. This can be obtained from Appendix D. 
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3.8  TRUSTWORTHINESS 
In order to ensure that this study was rigorous, I used the four strategies identified by 
Lincoln and Guba (1985) to establish trustworthiness. These are: credibility, 
transferability, dependability and confirmability. These strategies can be summarised 
in figure 3.4 below. 
 
Figure 3.4: Criteria of trustworthiness 
(Adapted from Lincoln & Guba (1985) and Marshall & Rossman (2006)) 
A brief discussion of each of the criteria and strategies used to ensure 
trustworthiness will now follow. 
3.8.1  Credibility 
Credibility is a trustworthiness criterion that reflects the “internal validity” of a 
naturalistic study (Lincoln & Guba, 1985:300). Merriam (1998) and Lincoln and Guba 
(1985) liken the term credibility to that of “internal validity” in quantitative research 
which can be thought of as the “truth value” of a study. This refers to how one can 
obtain assurance of the “truth” of the findings as it applies to the participants and the 
context in which the study was carried out (Lincoln & Guba, 1985: 290). In other 
Criteria to ensure 
Trustworthiness 
Credibility:  
Congruency of 
the research 
findings with 
participant's 
reality 
Transferability: 
The extend to 
which the 
findings can be 
applied to other 
situations 
Dependability: 
Consistency of 
findings with 
data collected 
Confirmability: 
The ability of the 
findings to be 
confirmed by 
another 
researcher 
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words, “how credible are the particular findings of the study?” (Marshall & Rossman, 
2006:201). Credibility thus determines how certain the researcher is concerning the 
truth of the result. For qualitative research purposes, credibility refers to the 
congruency of the research findings with reality as it is experienced by the research 
participants (Toma, 2006). 
 
Merriam (1998) argues that reliability and internal validity of a qualitative study are 
strengthened when using multiple methods of data generation. She adds that when 
reality is viewed as social construction, the internal validity of qualitative research is 
high.  
 
Marshall and Rossman (2006:202) define triangulation as “the act of bringing more 
than one source of data to bear on a single point”. Triangulation will either 
corroborate, intricate or conflict with research findings and as such provides as a 
strategy of promoting the trustworthiness of a study (Merriam, 2002). Triangulation 
involves using multiple sources of data generation to substantiate research findings 
(Merriam, 2002). This study’s use of various data generation methods: interviews, 
concept map and researcher journal, all assist with triangulation of the findings 
(Creswell, 2007). The triangulation of all the data sources was thus used to maintain 
credibility (Lincoln & Guba, 1985; Marshall & Rossman, 2006). 
 
I used my research journal to reflect on the role I played as the primary instrument of 
generating, analysing and interpreting data (Marshall & Rossman, 2006). Having the 
opportunity to exercise this reflexivity clarified many of my personal assumptions that 
may have influenced the interpretation of the research (Creswell, 2007).  
3.8.2  Transferability 
According to Lincoln and Guba (1985), to prove that a study is transferable, the 
researcher should argue that her research findings are useful to others in similar 
situations or with similar research questions. The researcher should ask the following 
question: “How transferable and applicable are these findings to another setting or 
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group of people?” (Marshall & Rossman, 2006: 201). This generalizability of findings 
refers to the “external validity” or transferability of the research (Lincoln & Guba, 
1985; Merriam, 2002). In this study, I purposefully selected a small, non-random 
sample so I could study the “particular in-depth” experiences of this learner with 
Asperger’s Syndrome with regard to transition from special needs to mainstream 
education. As this study did not aim at finding out what was “generally true of many” 
(Merriam, 2002), it was not intended to be generalised to other groups; this inquiry, 
like most qualitative research, has a low external validity (Merriam, 1998).  
 
However, in order to enhance the transferability of the study and argue its 
usefulness, I triangulated multiple data-gathering methods as suggested by Marshall 
and Rossman (2006). Another method of ensuring transferability was the use of thick 
description which is defined by Merriam (1998:29) as meaning “…the complete, 
literal description of the incident or entity being investigated”. Creswell (2007) states 
that thick descriptions allow readers to transfer information to other settings and then 
use “shared characteristics” to determine whether the findings are transferable or 
not. 
3.8.3  Dependability 
Another criterion of trustworthiness, as defined by Lincoln and Guba (1985), is 
dependability. This concept can be compared to the quantitative issue of reliability 
although they are based on very different assumptions (Marshall & Rossman, 2006). 
The “reliability” or dependability of a study looks as “whether the results are 
consistent with the data collected” (Merriam, 2002:27). The researcher asks: “how 
can we be reasonably sure that the findings would be replicated if the study were 
conducted with the same participants in the same context?” (Marshall & Rossman, 
2006: 201). Hence, dependability refers to the consistency of the findings when the 
study is repeated with the same subjects in a comparable context (Marshall & 
Rossman, 2006; Toma, 2006). This research within the social-constructivist research 
paradigm assumes that the world is always being socially constructed and is 
therefore always changing. This makes the notion of replication of studies 
problematic (Marshall & Rossman, 2006). 
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Given the robust role of the researcher in qualitative research, there could be several 
interpretations of the same data. I have therefore aimed at ensuring dependability by 
providing a thorough description of the research methodology used in the study. I 
recorded every decision with respect to my research design, as well as any changes 
that were made and the justification for making these changes, as advised by 
Marshall and Rossman (2006). Furthermore, ‘thick description’ was used in the 
explanation of data generation methods and analysis. These procedures allow for 
future researchers to inspect and/or re-analyse my research to determine its 
dependability (Toma, 2006). 
3.8.4 Confirmability 
The final criterion of trustworthiness outlined by Lincoln and Guba (1985) is 
confirmability and can be linked to traditional issues of “objectivity” in research 
(Toma, 2006). This concept raises the question of whether another researcher would 
be able to confirm the findings. The researcher should be able to answer the 
following question: “how can [I] be sure that the findings reflect the participants and 
the inquiry itself rather than being a fabrication of [my] biases or prejudices?” 
(Marshall & Rossman, 2006: 201). As a qualitative researcher I acknowledge that my 
subjectivity shaped the findings of the research. The confirmability of a research 
study questions the objectivity of the findings themselves (Toma, 2006). I have tried 
to limit personal bias and prejudices in the interpretation of data by employing the 
strategies suggested by Marshall and Rossman (2006). These include: a) using my 
supervisor to critically question my analyses; b) checking and re-checking data 
during data analysis procedures; and c) providing examples of judgement-free note 
taking. 
 
An ‘audit trail’ was employed in which a detailed account of how the study was 
conducted and how data were generated and analysed over time was kept (Merriam, 
2002). According to Toma (2006), an audit trail may include: a) raw data, b) products 
of data reduction (field notes, interview forms), c) products of data reconstruction 
(category descriptions), and d) process notes on methodological decisions. This data 
were kept in a well-organised, retrievable form within the research journal to allow 
findings to be challenged. Finally, confimability was established when saturation of 
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sub-themes was reached during the data analysis process and verifies through the 
process of checking with the participants whether their responses were credibly 
interpreted (member checking). 
 
The validation strategies used in this study can be summarised in table 3.3 which 
follows.  
Table 3.3: Strategies used to ensure trustworthiness in this research 
CRITERIA STRATEGY USED APPLICATION TO THIS RESEARCH 
Credibility Triangulation Multiple methods and sources of data 
generation were used 
  Member checking A verification concept map was sent out to 
verify findings with participants 
  Audit trail A detailed account of how the study was 
conducted and how data were generated 
and analysed over time was kept 
  Reflexivity A research journal was kept to promote self-
reflection, and awareness of bias, values 
and assumptions 
  Supervisor evaluation and 
checking 
Data analysis, findings and methodology 
was scrutinised by research supervisor 
Transferability Triangulation Multiple methods and sources of data 
generation were used 
  Thick description of 
context and bounded 
system 
A detailed description of the research 
context and sample group was given so that 
the study could be transferred to others 
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Dependability Thick description of data 
methodology and data 
analysis 
A detailed, step-by-step explanation of data 
generation methods and analysis was kept 
  Reflexivity A research journal was kept to record every 
design change as well as justification for the 
change. The opportunity to self-reflect 
enhanced awareness of bias and 
challenging of my own assumptions 
  Supervisor evaluation and 
checking 
Data analysis, findings and methodology 
was scrutinised by research supervisor 
  Triangulation Multiple methods and sources of data 
generation were used and collected over 
time 
Confirmability Triangulation Multiple methods and sources of data 
generation were used 
  Reflexivity A research journal as kept to record every 
design change as well as justification for the 
change. The opportunity to self-reflect 
enhanced awareness of bias and 
challenging of my own assumptions 
  Audit trail A detailed account of how the study was 
conducted and how data were generated 
and analysed over time was kept. This data 
were kept in a well-organised, retrievable 
form to allow findings to be challenged 
  Saturation Checking and re-checking data until there 
was a saturation of categories and sub-
themes 
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From the above, it can be seen that ensuring the rigour and trustworthiness of this 
study was an intricate process involving many strategies. Considering the complex 
nature of these processes, I had to ensure that I had taken account of all the ethical 
considerations. 
 
3.9  ETHICAL CONSIDERATIONS 
This study followed the ethical guidelines in Henning, van Rensburg and Smit 
(2009). According to Creswell (2003), the purpose of research ethics is to establish 
trust and respect between the researcher and participants. To foster these values, all 
of the participants in this research were asked to sign an informed Letter of Consent 
(see Appendix B). The content of the letters of informed consent for participants was 
shaped by Creswell (2007) who provided the following guidelines for elements that 
should be included in a consent form. Figure 3.5 shows the elements. 
 
Figure 3.5: Elements to be included in a consent form 
(Adapted from Creswell (2007:123) 
Elements of a 
consent form 
The right to 
voluntarily 
withdraw at 
any time Central 
purpose of 
the study 
Comments  
about 
protecting 
confidentiality 
of respondents 
Statements 
about known 
risks associated 
with 
participation 
Expected 
benefits of 
participation 
Signature of 
participant as 
well as 
researcher 
Procedures 
to be used 
in data 
generation  
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This letter of informed consent included a description of purpose of the research. It 
highlighted the voluntary nature of the participant’s involvement in the study and 
emphasised that the participants could withdraw from the study at any time without 
negative consequences. The consent form also included a description of the 
procedures of the study, the participant’s right to ask questions and acquire a copy of 
the final results. It underlined the participant’s right to privacy and anonymity. 
 
As discussed in Chapter One, the consent form reflected these ethical 
considerations: it secured the right of the participant to have their privacy, safety 
from harm and anonymity respected and was signed by the supervisor, researcher 
and the participant agreeing to the above-mentioned terms. The identity of 
participants was protected by using pseudonyms during the data analysis and writing 
up of the research. The participants were assured that the data would be securely 
stored to ensure their anonymity and that the data would be destroyed two years 
after the completion of the research.  
 
3.10  CHAPTER SUMMARY 
In this chapter, I detailed the research paradigm, research design and methodology 
that were used in this instrumental case study. I included a full description of the data 
generation and data analysis strategies within a qualitative, interpretive approach, 
which incorporated a constant comparative method during data analysis. I also 
highlighted the demographics of the sample group and described their role in the 
data generation procedure. After explaining the validation strategies used to ensure 
the trustworthiness of this inquiry, I presented some of the ethical concerns in 
conducting this research. 
 
The findings of the research will be presented in the next chapter. 
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CHAPTER 4 
DATA PRESENTATION, DATA ANALYSIS AND INTERPRETATION OF THE 
FINDINGS 
 
4.1  INTRODUCTION 
As described in Chapter One, the aim of this case study was to investigate the 
support needs of a boy with Asperger’s Syndrome in the transition from special 
needs to mainstream education. Chapter Three gave a detailed discussion of the 
research methodology and design followed in this study. Within this chapter, the 
results and findings of the current study are provided.  The themes that emerged will 
be supported by direct quotes made by the research participants during the focus 
group and one-on-one interviews.  All of the findings of the study will be discussed in 
relation to current literature.   
 
4.2 PRESENTATION AND OVERVIEW OF FINDINGS 
Within this section, the main themes that emerged from the thematic content 
analysis of the interview transcripts will be discussed. The themes that emerged from 
the data are outlined in the following figure: 
 
Figure 4.1: Themes that emerged from the findings 
Theme 1: Need for Extensive Support 
Theme 2:  Whole School Preparedness 
Theme 3: Monitoring Classroom Practices and Challenging behaviour  
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Reference is made, throughout this section, to specific conversations or documents. 
When words are quoted, the quote is referenced with an abbreviation. The letters at 
the beginning of the abbreviation refer to the document from which the quote is taken 
and the numbers which follow refer to the location of the quote in its document of 
origin. Table 4.1 provides a key for these codes. 
Table 4.1: Abbreviations used in data Presentation 
Abbreviation Document 
IT1 Transcribed Interview with teacher 1 
IT2 Transcribed Interview with teacher 2 
IP Transcribed Interview with parent 
IJ Transcribed Interview with John 
RJ Researcher’s Journal 
 
4.3  DISCUSSION OF THE FINDINGS 
4.3.1  Theme 1: Need for Extensive support 
It was evident that the teachers from the mainstream school environment were 
willing to deal with John in a more appropriate way than what they did from the start 
if they only knew what was going on. John’s mother was not open from the start 
about his Asperger’s Syndrome and that resulted in the teacher’s thinking that John 
is just naughty and rude:  
“Once the mother had explained I thought if she had told me that before I 
would have known exactly what was happening and I could have dealt with it 
in a whole different way” IT1 [845-1018].  
Another teacher also mentioned that if John’s mother was straightforward from the 
start of would have been easier:  
“If we had just been a little more informed in the beginning it would have been 
different but he’s made so much progress that I really do think that that 
ground work that he had at the remedial school is important. I do know all 
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children are unique and some children might not need that but for him it was 
the right thing to do” IT1 [5594-5924].   
She did also mention that because of the fact that John was in the remedial school 
some “groundwork” was done and this helped in supporting him through the 
transition. The teachers also felt that once they got to know John and once they 
learned about his Asperger’s Syndrome they could accommodate him in the 
classroom: 
“like with his sensory integration he often puts his headphones on if he…” IT1 
[6049-6211]   
“So for me to accommodate…in the beginning when I didn’t know it felt like it 
was gonna be this major adjustment and I was gonna struggle. But once I was 
more informed and I realised it was actually a lot easier to deal with” IT1 
[7924-8151].  
Another teacher mentioned that there is a whole support system that needs to be 
working together in order to support a child like John:  
“I think obviously the parental support is a big thing, you know, and I think 
once the parent is on board and you know open and honest and if you can 
have those levels of communication open I think that’s really, really positive.  
The school to a certain extent as well so if for example you know time thing 
was still an issue then that we would allow concessions if there was the you 
know the medical proof you know or what have you and so reports and things 
might need to be a bit different. And ja courses to make available to the 
teachers. Ja, my number one thing is always the interaction with the parents 
or tutor or whoeverelse looks after the child” IT2 [13264-14084]. 
John’s mother felt that the teachers at the remedial school were more “in tune with 
him”:   
“The teachers also there, most of the teachers were more in tune with him.  
Not all the teachers in the mainstream school are in tune with him.  I think the 
only thing not all of them do understand him so well and that’s difficult for him” 
PI [7742-7961]. 
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These statements provide evidence that parents and teachers need support to 
understand Asperger’s Syndrome and that they need guidance on how best to 
support their child or the learner in their classroom. 
4.3.2 Literature discussion: Theme 1 Need for Extensive support 
Parental involvement is a crucial aspect in the support of learners with Asperger’s 
Syndrome. Parents are seen as the experts of their children’s lives and thus any 
effective intervention depends on parental support. Parents need to engage with 
other professionals in order to identify effective interventions to apply within the 
home environment. It is when parents assume the responsibility for their child’s 
educational programme that they are able to promote positive changes in the home 
environment to support the child’s learning and development (Lynch & Irvine, 2009; 
Panerai et al., 2009; Strain et al., 2011). Ridge and Guerin (2011) mention the 
importance of dismissing inaccurate information about intervention strategies for 
Asperger’s Syndrome. One of the key roles of teachers and professionals is to 
provide parents with accurate information about Asperger’s Syndrome and 
appropriate interventions, in order to assist families with making informed decisions 
regarding the support systems and interventions for their child.  
 
Kesterson (2012) reports that according to research, teachers have limited 
knowledge of childhood disorders.  As a result many teachers are not prepared to 
work with students with learning barriers. As a direct consequence of teachers’ 
limited knowledge, many teachers label students as socially inappropriate, lazy and 
stubborn.  Due to teacher’s workload and limited knowledge on childhood disorders, 
learners with Asperger’s Syndrome’s unusual behaviour is often described as 
naughty or attributed to bad parenting skills.  If teachers had knowledge of 
Asperger’s Syndrome, they would start questioning the behaviour that they describe 
as naughty (Higginson & Chatfield, 2012).  One can deduct that because teachers 
do not have the knowledge to identify possible Asperger’s Syndrome, learners go 
undiagnosed.   
This is of concern, as learners often only qualify for special education services once 
diagnosed.  Although a diagnosis in itself should not determine the type of services a 
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learner with Asperger’s Syndrome receives, it is helpful to establish the services 
needed to improve a learner’s functioning in some way (Kesterson, 2012). 
The above reiterates the importance of teacher training with regards to Asperger’s 
syndrome. If teachers are knowledgeable on Asperger’s Syndrome, they could 
identify ways of assisting learners within their mainstream classroom, rather than 
label them as naughty. 
 
Strain et al. (2011) urges parents and teachers to understand the importance of 
developing formal and informal support, to assist families to make decisions 
regarding learners with Asperger‘s Syndrome. Formal support includes changes to a 
learner’s school program, for example the use of an Individual Education Support 
Plan (IESP). In effective educational practices, teachers provide support to parents, 
providing guidelines on how to interact with their children.  Provision should also be 
made for parent support groups, where emotional support can be provided to 
parents raising learners with Asperger’s Syndrome. The latter studies are examples 
of informal support (Lynch & Irvine, 2009; Panerai et al., 2009; Strain et al., 2011).   
The terms multi-disciplinary and interdisciplinary are often used interchangeably 
(Wilson & Pirrie, 2000). It is argued that interdisciplinary refers to two professions 
working together, whereas multi-disciplinary involves more than two groups working 
together. Working as part of a multi-disciplinary team can cause some potential 
tension, as people from different disciplines does not necessarily have a shared 
understanding or assumptions. Different professions have different fundamental 
values, and thus there is ample space for debates, which can be confusing for 
parents (Wilson & Pirrie, 2000).   
 
Bornman and Rose (2010) proposed the use of a collaborative team in order to avoid 
the possible ruinous professional debates that can result in having contradictory 
multi-disciplinary teams. This collaborative team can be drawn from the home, 
school and community and can include members such as caregivers, friends, 
therapists, traditional healers and others.  This team must then look at the individual, 
the challenges experienced and the learner’s ability to participate in daily activities.  
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The whole person is considered and participation is evaluated across the various life 
domains.  The International Classification of Functioning, Disability and Health (ICF) 
can be used by the collaborative team to evaluate an individual’s functioning. 
 
The ICF considers the following nine life domains: learning and applying knowledge; 
ways of coping with general tasks and demands; communication; mobility; self-care; 
domestic life; interpersonal interactions and relationships; major life areas such as 
education and work as well as community; social and civic life (Bornman & Rose, 
2010).  
 
Collaborative teams are a great initiative for schools, but one however needs to be 
realistic and acknowledge that not all schools can financially afford the services of 
various professionals. Furthermore, within rural areas, the issue of access to support 
teams is another pressing issue (Bornman & Rose, 2010).  
4.3.3. Theme 2: Whole-school preparedness 
It was evident from the discussions with the teacher and with John’s mother that he 
is different from all the other learners in the mainstream school. His mother 
commented:  
“He doesn’t play like a normal child” IP [6376-6413]. 
This has a direct impact on the other learners that’s with him in the classroom and 
indirectly on the whole school. One of the teachers commented that he had a 
negative influence on the class, especially at the beginning:  
“I think in the beginning they were very unsure of what to do with him and how 
to handle him. And they sort of felt almost shocked but not in an overly big 
way but sort of like what’s going on?  We’ve never had this before.  But I think 
as we were more informed and we learned how to deal with him, from 
watching us I can see that the kids respond to him the same way the teachers 
do.  So, I think that we started modelling how to behave towards him then 
they picked that up and that became easier for them” IT1 [3431-4951]. 
 
  
64 
 
The teachers also had to adapt and they had to change certain things in their way of 
teaching. Although one teacher commented that she did not feel that the 
accommodations she had to make was overwhelmingly big: 
“No I don’t think the adjustments were that big. There are other learners who 
are visual learners, strongly visual learners.  There are other learners who 
have…you know there’s a lot of ADHD children who have similarities to him 
so I think I was already aware that the children have different needs and 
different styles of learning. So for me to accommodate…in the beginning 
when I didn’t know it felt like it was gonna be this major adjustment and I was 
gonna struggle.  But once I was more informed and I realised it was actually a 
lot easier to deal with. So it was different to what I’d done before but I wouldn’t 
say that it had such a major impact that in ten year’s time I’ll look back and 
say: “Oh, you know, I remember that year because of John” IT1 [7414-8548]. 
From the above comment, it is also evident that if the teachers were informed from 
the beginning of John’s Asperger’s Syndrome it would have been easier for them to 
accommodate him.  
Another teacher also felt that it was difficult because they did not know about his 
diagnosis of Asperger’s Syndrome and they did not know how to handle him in the 
classroom:  
“It’s difficult for us to know is this just a discipline issue, do you know is he 
being naughty and do we need to discipline?  Is this just a naughty child or we 
didn’t know anything about it so had we known so here we’re thinking this 
child is just being plain rude and plain cheeky to his teacher so then we went 
about disciplining him in a different way I mean I… (Inaudible) I’m sure maybe 
she’s told you about it. Had we known that this child has Asperger’s 
(Syndrome) then we would have approached the whole situation completely 
differently. And I think it would have been less traumatic on him and us and on 
the rest of the class because we would have known, you know this is the way 
it works, this is how, you know, if she had maybe given us tips right from the 
start, this works for John, this doesn’t work for John or you know, under these 
conditions he gets very stressed, he might have to go out, we are definitely 
prepared to you know adapt and to work with him but we need to know what 
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we’re working with. So I think it did put us all at a disadvantage for not 
knowing” IT2 [6916-7983]. 
From the above comment, it is evident that accommodating a learner with Asperger’s 
Syndrome in the classroom is a task that will involve the whole school and involves 
the school working together as a team. 
4.3.4. Literature discussion: Theme 2 Whole-school preparedness 
According to Alerby (2003), relationships between friends are very important and can 
have a positive or a negative influence on childhood development. Fordham and 
Stevenson-Hindle (1999) indicated that friendships increase a person’s self-worth, 
which has been noted in John’s increased level of confidence. Lad et al.(1996) 
discovered that friendships improve a learner’s attitude, improve their adjustment to 
a new school context and lead to higher levels of achievement in that context. 
According to Hartup (1996), one of the reasons for this improvement, is that friends 
provide the necessary social and cognitive scaffolding required for development. 
Osterman (2000) showed that friendships also improve a learner’s sense of 
belonging to the school environment, as well as their sense of motivation, which is 
the case for John.  According to Swart and Pettipher (2011), studies of learners with 
impairments indicate that they engage in more interaction with peers when in an 
inclusive environment. John has become more socially-oriented as he becomes 
more open to friendships in the mainstream environment. The researcher feels that 
the mainstream environment provided John with the situation/context and skills to 
make friends. However, John does need some guidance at times with social skills. In 
addition, his increased confidence assisted him to approach other learners and 
establish relationships. The classroom environment also contributed to his increased 
socialization as the class was still small and they do a lot of group activities in the 
classroom. John needs support and facilitation on how groups work and socialization 
in group work. Finally, as the other learners in the mainstream classroom learnt how 
to handle John and when they were used to him, the whole interaction and 
socialization processes inside and outside of the classroom improved. 
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4.3.5. Theme 3: Monitoring classroom practices and challenging behaviour 
This relates to classroom practices that teachers employ in order to accommodate 
learners with Asperger’s Syndrome within their classrooms.  
One teacher commented that it was difficult for John to do the groupwork 
assignments and she had to adapt his assessment task: 
“…you know in the beginning when he had to do group work and I know it’s 
part of the Asperger’s (Syndrome) that sometimes you need to give them an 
individualised approach in your classroom. And I would do that in the 
beginning because he couldn’t stand the idea that nobody wanted to take his 
ideas” IT1 [9975-10273]. 
The same teacher also mentioned that later on in the year when John adapted and 
they as teachers handled him better in the classroom, that he was able to participate 
during group work:  
“He has come so far that he’s now able to work in group…he’s able to work in 
a group, he’s not like functioning as well as the other children but he doesn’t 
get up and storm off or come to me and say I can’t do it that I then have to 
change the assignment to suite him” IT1 [10281-10658]. 
During the interview, the teacher mentioned that she feels there is still not being 
enough done to accommodate learners with special needs:  
“But I do think that there needs to be more. I do think more parents need to be 
involved in it, I think more teachers need to be involved in it because once you 
have that understanding it definitely opens your eyes to how you need to 
change as a teacher to accommodate all the different learners”  IT1 [8828-
9125]. 
John mentioned in his interview that he learned certain coping skills when he got 
upset and angry in the classroom:  
“I just walk around to calm down or be alone or one of the teachers will help 
me” IJ [2909-3054]. 
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John also mentioned that he learned to cope with the noise in the classroom by 
getting headphones:  
“I’m more used to it since I got myself headphones “  IJ [1964-2111]. 
From the researcher’s journal it was evident that John presented with difficulties from 
the beginning: 
“It was scary when John walked into my classroom the first time. I could see 
that something was not quite right with him. He didn’t make any eye contact 
and the noise in the classroom was just too much for him. He had bad 
outbursts and he would just shout and cry and scream all at the same time 
and then storm out of the classroom” RJ (1-5). 
The researcher also found that when she was teaching John it was challenging to 
accommodate him and the other learners in the classroom: 
“John has an unbelievable general knowledge and he loves facts. During 
lessons he would put up his hand and just tell you fact on fact on fact. This 
was quite a challenge for me, because off all the other learners in class. It 
was something that started to disrupt the class. When you told John that he 
cannot talk or tell you know, he would get upset with you” RJ (8-12). 
From the researcher’s journal it was evident that as a teacher you can employ 
certain coping skills for the learner with Asperger’s Syndrome in your classroom: 
“Later on we had a system where there was an escape card on my desk and 
whenever he felt that he needed to leave the classroom he would take the 
card and walk out of the classroom. This helped because then I knew that he 
needed a break and the other learners also got more used to him needing 
breaks. He would then get a time out and come back in when he has calmed 
down” RJ (15-20). 
When John was asked about his old school (the remedial school) and his new school 
(the mainstream school) it was evident that he enjoyed the mainstream school and 
that he is “glad” that he came to the new school: 
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“Let’s see it’s like…it’s Christian like my old school and it’s and it’s helping me 
more and I’m glad that I went to this school” IJ [3426-3808]. 
From the above it is evident that to accommodate a learner with Asperger’s 
Syndrome in a mainstream classroom poses certain challenges that need to be 
monitored constantly. It is also evident that these learners can learn certain coping 
skills in order to support themselves within a mainstream classroom. It is also 
evident that John is enjoying the mainstream school environment and that he feels 
he is coping academically. 
4.3.6. Literature discussion: Theme 3 Monitoring classroom practices and 
challenging behaviour 
Lynch and Irvine (2009) identified the elements that are necessary to effectively 
support learners within an inclusive environment. One of the elements they 
emphasized as educational strategies that accommodate the unique needs of each 
learner, providing these learners with the opportunity to be equal participants within 
the classroom. Moores-Abdool (2010) proposed that each learner should have an 
Individual Education Support Plan (IESP) that should contain the following:  
 Goals related to the learner’s academic, behavioural, physical and social 
needs. 
 A list of special services that the learner will require, for example 
supportive aids, professional services and curriculum modifications. 
 How the learner will be assisted to participate within the classroom with 
their peers and educator. 
 Modifications that need to be made in order for the learner to complete 
assessments.   
In addition to using IESP’s, the participants in the study all mentioned the importance 
of using visual aids and schedules within the classroom.  In particular, the use of 
schedules can assist in providing structure, as well as an overview of the daily 
classroom activities. Learners with Asperger’s Syndrome will benefit from schedules 
aided by photographs or drawings that can indicate the activities to be completed 
during the day. This will enable them to understand the structure of the daily events 
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and prepare them in advance for any transition that may take place during the day. 
These schedules can also assist teachers in explaining any changes in a daily 
routine.   
In addition to using schedules, teachers need to be aware of learner’s abilities and 
encourage learners’ participation within the classroom (Bornman, 2001). Teachers 
should also provide learning material and classroom instructions in a visual format, 
as learners with Asperger’s Syndrome find it easier to work with visual information.  
For example, a teacher can provide written instructions to a task, rather than giving 
verbal instructions (Koudstaal, 2011).   
 
Taking into account the various programmes available to assist learners with 
Asperger’s Syndrome, one can see how important it is for all educators to know 
which teaching methodologies should be utilized in order to meet the educational 
needs of learners with Asperger’s Syndrome, in order to maximize their academic, 
social and behavioural success (Loiacono & Valenti, 2010; Moores-Abdool, 2010).  
John for example is very good at remembering facts and thus subjects that he can 
study like Natural Science and History he enjoys. He struggles with language and 
especially spelling and comprehension. John also needs extra time to complete 
tasks in class and also tests and exams. 
 
Children with Asperger’s Syndrome have a triad of deficits. These difficulties are 
displayed differently in each individual, and as a result it is often difficult for teachers, 
as they have to teach learners functioning at different levels within one classroom.  
From the data it was evident that John needed extra support and that he wanted all 
the attention, the teachers had to think of ways to handle him in their classroom 
without being unfair or inattentive towards the other learners within their classrooms. 
 
Learners with Asperger’s Syndrome can often have multiple challenges that can be 
displayed in various ways.  They often display social isolation and they struggle to 
relate to others (Kerig & Wenar, 2011). They also struggle to interpret the emotional 
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states of others and have trouble forming and maintain friendships.  (Hart & Whalon, 
2011). As was evident with John, he struggled to wait his turn in class and would 
have emotional outbursts whenever he needed to wait his turn. In addition, learners 
with Asperger’s Syndrome have difficulties with the subtleties of social interaction. 
These learners struggle to understand how others think and feel, this is evident in 
their inability to predict the behaviour and intensions of others.  It is also common for 
these children to ask inappropriate questions and to pay little attention to the 
response of others (Kerig & Wenar, 2011; Landsberg, Kruger & Swart, 2011; Wicks-
Nelson, 2009). John would ask constant questions in class and he always want to 
share some knowledge with the class, this could become disruptive within a 
classroom and needs to be strictly monitored. 
As said earlier, learners with Asperger’s Syndrome display restricted imaginative and 
inflexible thinking skills. Learners with Asperger’s Syndrome tend to focus on the 
immediate word and thus depend on routine and predictability (Landsberg et al., 
2011; Wicks-Nelson, 2009). John needs routine in order for him to feel secure and in 
control. Whenever he expected something to happen during the school day and it did 
not happen, he tends to get emotional and moody.  
Learners with Asperger’s Syndrome also have impairments in communication.  
Some learners with Asperger’s Syndrome have difficulty to acquire language and 
reading comprehension, while others may have trouble developing the decoding 
skills that is necessary to master the mechanics of reading. Others who read often 
might struggle to interpret text (Whalon & Hart, 2011).  John struggled with reading 
out loud and he found unprepared reading challenging, he also struggled with 
reading comprehension. Within a mainstream classroom this was challenging as his 
reading was poor and he needed extra time and/or extra help to complete reading 
tasks. 
In addition to the social, behavioural and communication impairments, learners with 
Asperger’s Syndrome may possibly have a variety of associated features; in 
particular they have an inability to empathise with others and struggle to form loving 
relationships with others. They may also express emotions inappropriately and 
occasionally, intense negative emotional responses are seen when change occur.  
Fears and phobias are also common amongst younger children. John is a bright boy, 
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he is achieving above average marks, although he needs extra time to complete his 
assessments. Learners with Asperger’s Syndrome often have better developed 
better visual spatial reasoning than verbal reasoning and see social problem solving 
presents as a challenge. This was also evident with John in the classroom, as he 
struggled to understand the work presented if it was not presented visually. John 
also struggled with expressing himself verbally. A small portion of learners with 
Asperger’s Syndrome also show self-injurious behaviour such as head-banging or 
biting (Carr, 2006).  If John gets overwhelmed or frustrated he tends to scream and 
walk out of the classroom, however, he never injured himself in the process. 
Whenever he gets upset, he tends to lose control and cry or scream, which is 
obviously disruptive in a mainstream classroom. In addition to these challenges, 
learners with Asperger’s Syndrome are also likely to have behavioural problems. 
It was also highlighted that learners with Asperger’s Syndrome are likely to display 
challenging behaviours (Strain et al., 2011) and John also displayed challenging 
behaviours. He gets upset in the classroom when the teachers don’t ask him all the 
questions. John also got frustrated with the noise and talking in the classroom.  
Moreover, Potgieter-Groot et al. (2012) stated that in order to engage learners in 
academic activities, teachers require specific knowledge and skills in order to 
manage learner’s behaviour within the classroom. According to the Individual 
Education Support Plan (IESP) learners’ behaviour must be viewed in relation to a 
combination of factors within the child’s systems.  Utilizing the IESP requires 
changes in various areas such as teachers’ behaviour, classroom practices and the 
school environment, in order to support learner’s diverse needs. Jordan (2008) 
emphasizes that teachers must have an understanding of Asperger’s Syndrome, as 
a lens through which they can view learner’s behaviour. Teachers must have an 
understanding of what a learner’s behaviour means in each case, for example, a 
learner with Asperger’s Syndrome who hits another child, may be attempting to play 
chase, rather than displaying an act of aggression. John got very upset and stormed 
out of the classroom if he did not get the attention that he wanted. He also struggled 
with friends that played ball with him and then accidently kicked him with the ball, he 
would get very upset and say they hurt him deliberately. Strain et al. (2011) stated 
that support systems should be in place for preventing and alleviating challenging 
behaviours. All behaviour programs should be positive and include the following 
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three components: preventative strategies, systematic instruction to teach more 
appropriate social behaviours as well as acceptable responses to challenging 
behaviours (Strain et al., 2011). 
 
From this, one can thus clearly see how important it is for teachers to receive proper 
training to understand and manage the behaviour of learners’ with Asperger’s 
Syndrome.    
 
4.4  CHAPTER SUMMARY 
Within this chapter, the various themes that emerged from the data were discussed. 
From the themes that emerged, it is evident that John had significant experiences in 
the transition from special needs to mainstream education. He did mention that he 
prefers the mainstream school above the remedial school. From the teacher’s 
interviews it was evident that they had to employ certain strategies and ways to 
accommodate John within in their classroom, without disrupting the rest of the 
learners. Therefore, it is evident that learners with Asperger’s Syndrome need 
various services and resources to promote their functioning within a school 
environment. It was confirmed that teaching learners with Asperger’s Syndrome can 
pose various challenges to teachers, and they will need support in the form of other 
professionals and in-service training to assist them in order to employ effective 
educational practices within their classrooms.  These challenges include adapted 
curriculum and assessment methods, strategies to handle challenging behaviour and 
poor social and communication skills without disrupting the other learners in the 
classroom. 
Chapter 5 will provide an overview of the study, as well as a conclusion and some 
thoughts on recommendations for future research. 
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CHAPTER 5 
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 
 
5.1  INTRODUCTION 
In this chapter, I summarise the research, provide answers to the research question 
and then present recommendations based on my findings for future research. Next, I 
identify the limitations of this research before I explore its strengths and the 
contribution it makes to the field of Autism Spectrum Disorders and transitions from 
special needs to mainstream education. 
 
5.2  OVERVIEW OF THE RESEARCH 
The main aim of this research was to explore the support needs of a boy with 
Asperger’s Syndrome in the transition from special needs to mainstream education. 
Using a constant comparison method, the data collection and analysis process 
revealed the following themes: need for extensive support, whole school 
preparedness and monitoring of classroom practices and challenging behaviour. 
 
The implications of each theme of this research are reflected in the 
recommendations made. These recommendations also indicate how these research 
findings can contribute to the literature in the field of Asperger’s Syndrome and 
Autism Spectrum Disorders. 
 
Chapter 1 provided the reader with an overview of the research design and 
framework of the inquiry, including an explication of the participants to be used in the 
study, as well as methods of data collection and data analysis. It also included a 
section on trustworthiness and concluded with an overview of the remainder of the 
research to orient the reader to the inquiry. 
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Chapter 2 focused on the literature review that is the theoretical framework for 
understanding this study. The aim of this chapter was to provide a literature review 
that highlights the complex and interrelated characteristics of Asperger’s Syndrome. 
An explanation of the origins of Asperger’s Syndrome was provided together with the 
diagnostic criteria of the DSM-IV-TR as well as the new DSM-5. This was followed 
by a discussion of the characteristics of Asperger’s Syndrome and the resultant 
effects of the syndrome on these learners. A description was provided of effective 
strategies that may be used to accommodate these learners effectively into the 
learning environment. A discussion on transition for learners with Asperger’s 
Syndrome was also included. 
Chapter 3 took an in-depth look at the research design and methodology used in 
this study and considered the methods of data collection as well as the analysis of 
this data. As a researcher, I need to constantly be aware of my research paradigm 
and design methodology and ensure it was suitable and appropriate for the inquiry at 
hand. In this chapter, I described the social-constructivist paradigm within which this 
research was conducted. I demonstrated how an interpretive approach compliments 
this paradigm and research design and explain my research design, justifying my 
use of a case study as a strategy of inquiry. The method of data generation and 
analysis was then explained in detail. I also elaborated on the constant comparative 
method especially in the discussion of data analysis. The primary and secondary 
aims of this research were clarified and a description of the participants was given. 
Finally, the means used to ensure the trustworthiness of the study are revealed. 
Chapter 4 included the findings of the study and a discussion of the themes that 
emerged through the data collection. The following themes emerged from this 
inquiry: need for extensive support, whole school preparedness and monitoring of 
classroom practices and challenging behaviour. 
Chapter 5 now considers the research as it moves towards completion. It moves on 
to a brief discussion of the findings as well as the limitations of the study as well as 
recommendations for further research. A brief section outlining the usefulness of this 
study to the community precedes a concluding comment from the researcher. 
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5.3  A DISCUSSION OF THE FINDINGS IN LIGHT OF THE RESEARCH 
QUESTION 
Three themes emerged from the data collection conducted in this inquiry. These 
have been summarised below and include a brief definition based on the 
researcher’s understanding of each term as derived from this research: 
 Need for extensive support: support to the learner, the teachers and the 
rest of the class. 
 Whole school preparedness: the teachers and the rest of the learners 
need to be informed about the difficulties these learners have with fitting 
into a mainstream school. They need to know how to support and 
accommodate a learner with Asperger’s Syndrome in their classrooms. 
 Monitoring of classroom practices and challenging behaviour: The learner 
with Asperger’s Syndrome needs to be closely monitored in terms of 
academic progress and emotional well-being. Their teachers need to 
adapt their way of teaching and their general classroom practices to 
accommodate these learners. They also need to have policies set ways of 
handling the challenging behaviour that comes with Asperger’s Syndrome. 
 
5.4  CONCLUSIONS 
From the themes that emerged in this study, it is evident that John had significant 
experiences in his transition from a special need to a mainstream education setting. 
He struggled with the noise in the classroom and with the divided attention from the 
teachers. He also struggled to complete tasks on time and he found group work 
challenging. John was however able to adopt certain coping skills in order for him to 
adapt to the mainstream school environment and to enjoy the mainstream school 
environment, making the transition positive for John.  It is thus evident that learners 
with Asperger’s Syndrome need various services and resources to promote their 
functioning within a mainstream school environment. Furthermore, teaching learners 
with Asperger’s Syndrome can pose various challenges to teachers, and they will 
need support in the form of other professionals and in-service training to assist them 
in order to employ effective educational practices within their classrooms.   
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5.5  STRENGTHS OF THE STUDY 
This study has shown that a learner transitioning from a remedial school 
environment to a mainstream environment has many, varied experiences. In addition 
to this, while these experiences have mostly been positive for this learner, it is clear 
from this inquiry that there was a team of people (teachers, friends and family) that 
helped to support John’s transition. However, this team did not have a policy to work 
from in order to facilitate the transition but used their professional and parental 
discretion to make the necessary choices that created a positive transition 
experience for John. However, when we consider that professionals with much 
training and experience provided the support, this raises the question about the 
training and awareness of teachers with little training or experience? 
 
The analysis of this case study served to inform guidelines for schools in how to 
support the transition of a learner with special needs from a remedial school 
environment to a mainstream school environment. Whilst much literature is available 
on changing schools within a level (i.e. from mainstream to mainstream) perhaps this 
inquiry could serve to fill a gap in the transition across levels, such as from the 
remedial school environment to the mainstream school environment. 
 
5.6  LIMITATIONS OF THE STUDY 
The actual research topic is one that still interests the researcher a great deal as an 
educational psychologist. However, the manner in which the research was 
conducted was certainly not without flaws and the researcher would certainly have 
altered certain things if given the opportunity. Firstly, time played a major part in this 
research inquiry, as it does with most research studies. The researcher chose the 
research topic quite a while ago, whereas her proposal got accepted in a few months 
after the topic was chosen. Thus, this meant that the interviews with the teachers 
had to take place a long time after John had left their classrooms. This meant that 
some of the details may have been lost and it is clear that this data was not as 
“dense” as the researcher would have liked it to be. A similar situation occurred with 
the interview with John, because he could not remember the remedial school that 
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well and again the description of events and feelings were possibly not as ‘dense’ as 
the researcher would have wanted to collect from him.  
 
In addition to this, it has been noted that the findings of case studies cannot be 
successfully generalised to larger populations as these findings are reported from 
single events (Babbie et al., 2001). However, it should be noted that while this limits 
the study, it was not the intention of the researcher to use these findings to describe 
the larger population. In general, however, the depth of knowledge and 
understanding about the topic gained from this study was invaluable and certainly a 
worthwhile exercise in terms of furthering the common pool of knowledge concerning 
Asperger’s Syndrome and the needs of mainstream schools for Asperger’s 
Syndrome and Autism Spectrum Disorder learners to make a successful transition. 
 
5.7  SUGGESTIONS FOR FURTHER RESEARCH 
John had some significant experiences in his transition from the remedial school 
environment to the mainstream school environment. It would be interesting to note 
the experiences of a number of different learners in completing this transition. In 
addition to this, it would be interesting to note the similarities in the ethos of the 
various mainstream and remedial schools. In this study, is was alleged that the 
mainstream school is much more goal-directed and focussed more on the academia 
and curriculum delivery to its learners, whereas the remedial environment focus 
more on developing the learner as a whole through nurturing and support. It would 
be interesting to confirm or disconfirm this notion and investigate how this influences 
learners within each community. It would be interesting to note how inclusive 
education will reconcile these two seemingly different approaches in its practice. 
This study has highlighted to the researcher that there are many areas related to the 
support of learners with Asperger’s Syndrome within the mainstream school 
environment and indeed the support of learners with Asperger’s Syndrome in 
general. In terms of the school environment this is an interesting area of research 
and one where there seems to be a gap in terms of research done.  Another 
recommendation for further research in this area would be to explore further the 
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support required in the home environment and in particular the support of parents to 
support their children with Asperger’s Syndrome. Since the focus of this study was 
on the support needs of a boy with Asperger’s Syndrome in the transition from 
special needs to mainstream education, there was not much focus on particular 
needs of the home environment. Researching the Autism Spectrum Disorders and 
how transitions influence all these disorders, not just Asperger’s Syndrome, which is 
on the mild side of the spectrum, would be interesting. 
 
5.8  CONCLUDING REMARKS 
The inclusion of learners into the mainstream environment is an approach that I still 
advocate above referral of special needs learners to a remedial or special needs 
school environment. In my opinion, John has developed the underlying skills he 
requires to progress in mainstream education.  
 
The researcher hopes that this inquiry gave the reader some insight into the needs 
for a successful transition between the remedial school environment and the 
mainstream school environment. Further to this, I hope that this inquiry provides 
other professionals with the tools to support other Asperger’s Syndrome and Autism 
Spectrum Disorder learners in making this transition.  
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APPENDIX C: EXTRACTS FROM THE INTERVIEW TRANSCRIPTIONS 
Interview with one teacher  
I KNOW IT’S BEEN QUITE A WHILE SINCE JOHN FIRST CAME TO THE SCHOOL. 
Ja. 
I WANNA CHAT TO YOU A BIT ABOUT WHEN HE STARTED AT THE SCHOOL, WHAT IS WAS 
LIKE TEACHING HIM IN GRADE 4. 
Ja. 
HOW WAS IT LIKE FOR YOU?  WHAT DO YOU THINK WAS DIFFICULT? 
I think what was difficult was that we had no information from the mother.  She didn’t sort of say that 
he had Aspergers, she didn’t say that he was on medication.  We knew very little about him and 
where he came from.  From me personally I had an incident right in the beginning, I don’t know if you 
remember this… 
OH JA. 
He got emotional and he just stormed out of my class and I actually didn’t know that that was what he 
had been taught to do at the remedial school.  And so I reacted quite badly and I said to him if you do 
that again you will find another school, you don’t do that in my classroom.  Once the mother had 
explained I thought if she had told me that before I would have known exactly what was happening 
and I could have dealt with it in a whole different way.  I think once we asked her to consider another 
school instead of ours then she sort of said…I don’t know why she withheld in the beginning, if it was 
an issue of time or if she just wanted to see how we would do without anyone knowing anything, I 
don’t know cause she never said.  Then she came forward and she said she’s put him back on 
medication which I assumed was for concentration and then she said you know this is what they 
taught him to do at the school, we got a bit more information.  So then it was much easier to deal with 
him because not knowing anything, we just thought he was acting up and being badly behaved…and 
so… 
OKAY SO YOU INITIALLY THOUGHT THIS IS JUST A BOY MISBEHAVING AND INTERRUPTING 
THE CLASS? 
Ja. 
NOT SHOWING ANY RESPECT TO YOU AS A TEACHER. 
Ja. 
SO WOULD YOU AGREE THAT IF THERE WERE THAT HONESTY YOU WOULD HAVE KNOWN 
BETTER WHAT TO DO? 
Absolutely. 
YOU WOULD HAVE MAYBE GONE AND READ UP MORE ABOUT ASPERGERS AND HOW YOU 
HANDLE KIDS IN YOUR CLASS? 
Yes which I subsequently did anyway.  So ja. 
OKAY. AND DO YOU THINK NOW THAT I MEAN YOU TAUGHT HIM THIS YEAR AS WELL.  DO 
YOU THINK HE’S MUCH MORE ADAPTED AND EASIER IN CLASS? 
Yes you cannot believe how far he has come.  I think the ground work was very well laid at the 
remedial school he went to and I think that helped him a lot because he had so many strategies that 
he’s worked on to help him cope in the class and I can actually see that.  But he has come so far, last 
year I’m not sure if you’re aware of it but he got the award…I think you were because you were here, 
the award for the most improvement and coping in the face of adversity.  And I don’t know that he will 
get it again this year or not but he has just…it’s unbelievable the difference from when he first arrived 
here till now how far he’s come.  On all levels. 
AND DO YOU THINK ON A MORE SOCIAL LEVEL DOES HE HAVE LOTS OF FRIENDS OR IS HE 
STILL MORE ON HIS OWN? 
He’s not on his own, he has one very good friend which is K and…but it’s…I think he still battles to be 
a friend.  But K has such a caring part that he looks after John all the time.  He makes sure he’s 
included in group work, if John is upset he goes to comfort John and… 
OKAY SO IT’S A HEALTHY SUPPORTING FRIENDSHIP? 
Yes and he has been on a few play dates and things I think his mom is very good at making sure that 
he goes and sort of tries to integrate him socially outside of school as well. 
  
 
  
94 
 
Interview with John’s mother 
OKAY THE FIRST THING I WANT TO KNOW IS WHY DID YOU DECIDE OR WHY DID YOU WANT 
TO MOVE JOHN FROM THE REMEDIAL TO THE MAIN STREAM?  WHAT WAS THE MAIN 
REASON FOR IT? 
It was time for him to move on.  He outlived his time there and he had to meet new challenges and 
there was no more challenging times there for him.  He needed to move on. 
OKAY SO THE MAIN REASON IF I CAN SAY IT IN OTHER WORDS WAS SO THAT HE CAN 
GROW MORE? 
Yes he could grow more and also that the challenges can be more challenging to him that he can 
actually be incorporated into a normal situation with normal school friends and rules and regulations 
which they don’t have at the remedial school.  And for him to go main stream and then after main 
stream to go into a university or tertiary education he needs to move on out of the remedial world. 
OKAY IF YOU THINK BACK ABOUT THAT YEAR IN WHICH JOHN MOVED TO THE 
MAINSTREAM SCHOOL WHAT DO YOU THINK WAS HIS EXPERIENCE OF THE MOVE?  WHAT 
WAS YOUR PERCEPTION OF HIS EXPERIENCE? 
He actually took it better than I took it I think.  I had more my doubts really would he really be happy 
and be incorporated well into the whole situation but he did it very well. I really think…I struggled in a 
certain sense more, I was more worried about him than he was worried about himself.  And the 
onl…the main challenges to him was not academic wise, I would say it was more friends social wise.  
To fit in with the peers and with children cause he is different and to actually see that he’s different 
and accept that and also still be able to move on and feel that he actually can be part of the school. 
OKAY AND HAVE YOU SEEN ANY IMPROVEMENT OR GROWTH IN HIM AS A PERSON, NOT 
ACADEMICALLY, EMOTIONALLY? 
Ja ja ja ja actually if you look at him now it’s light years ago away from where he was.  So I still think 
he’s on the Asperger line, he still definitely has some of that characteristics with him but he has grown 
so much.  He can be with friends, he knows how to tackle his own problems which I think the remedial 
school actually showed him, learnt him how to do that.  And to me there’s almost no comparison to 
what he was and what he’s now. 
OKAY AND ACADEMICALLY DO YOU THINK HE’S IMPROVED? 
Ja I think he did, he did well last year and he’s still maintaining the good marks he had.  So he 
actually last year was very well in his first year and this year was above eighty and this year’s also 
above eighty, eighty onwards so I would say academically wise it’s maybe he’s maintaining what he’s 
doing and he’s also having more self confidence.  I’m not very much involved with his schooling.  I’m 
a little bit but not as much where I actually teaches him all the time and help him to learn.  But he’s 
doing a lot of things like spelling tests, small class tests, I don’t even know about it.  He does it all on 
his own. 
OKAY AND DO YOU THINK THAT ACADEMIC IMPROVEMENT AND THE MAINTENANCE OF 
THE ACADEMIC IMPROVEMENT DO YOU THINK THAT ALSO HELPED TO BUILD HIS SELF 
ESTEEM? 
Ja I definitely think it helps to have good marks.  Therefore I’m always trying to get him to learn for 
tests and to see that he does well.  Because I really believe that when you excel in your work you’ve 
got pride and then you want to maintain that.  And that definitely helps you to give him the confidence 
although he’s not the best soccer player or he can’t catch the ball well, academically he’s very good.  
And then he’s got other friends who look at him because they would say he’s a clever boy and 
everybody would say wow he’s clever and that is to his benefit if the people think he’s clever. 
AND YOU ALSO MENTIONED ABOUT HE HAS FRIENDS NOW AND HE’S ABLE TO CHAT WITH 
HIS FRIENDS AND SO ON.  AND DO YOU THINK THAT’S SOMETHING THAT YOU DIDN’T 
REALLY SEE IN THE PREVIOUS SCHOOL?  THE FRIENDS. 
Ja he still hasn’t got friends like in friends friends.  And the friends are also they play on his terms and 
they are very nice, the ones they had they will take him into consideration and he basically make the 
rules.  It’s not friends like in friends friends but he would sometimes if he wants somebody to come 
here in the morning ag in the afternoon or on holiday but his first choice is not to have friends.  His 
first choice is being alone.  The friends they must be there but not…and they can play alongside him 
but not necessarily with him.  So I won’t say friends to him is the same value than what we would 
consider for instance. 
BUT HE’S HAPPY WITH IT, TO BE ALONE AND TO… 
That’s his choice.   
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APPENDIX D: EXAMPLE OF THE VERIFICATION CONCEPT MAP 
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APPENDIX E: EXTRACTS FROM THE RESEARCH’S JOURNAL 
It was scary when John walked into my classroom. I could see that something was not quite 
right with him. He didn’t make any eye contact and the noise in the classroom was just too 
much for him. He had bad outbursts and he would just shout and cry and scream all at the 
same time and then storm out of the classroom.  
 
John has an unbelievable general knowledge and he loves facts. During lessons he would 
put up his hand and just tell you fact on fact on fact. This was quite a challenge for me, 
because off all the other learners in class. It was something that started to disrupt the class. 
When you told John that he cannot talk or tell you know, he would get upset with you. 
 
Later on we had a system where there was an escape card on my desk and whenever he 
felt that he needed to leave the classroom he would take the card and walk out of the 
classroom. This helped because then I knew that he needed a break and the other learners 
also got more used to him needing breaks. He would then get a time out and come back in 
when he has calmed down.  
 
He also complained that the noise in the class was just too much for him, so I arranged with 
his mother to get him some earmuffs that can block the sounds that is bothering him.  This 
also worked very well!  
I was so surprised on how he handled the Grade 4 tour at the end of the year. It is 
remarkable to see how he has grown and how he is able to “fit it” now. He still is the odd one 
out at times and emotionally he is different, but he seems happy and well adapted. 
John received his academic badge and is doing very well academically  
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APPENDIX F: EXAMPLE OF DATA ANALYSIS – WEFT CATEGORISING  
 
Explanation: 
The window on the extreme left hand side is the document sorter, where one 
manages the documents and creates categories. 
The top right window is the collection of quotations per pre-created category. 
The bottom right window is the transcribed text, from which one marks and sorts 
quotes into the necessary category window above. 
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Extracts from the analysed data 
 
THEME 1: NEED FOR EXTENSIVE SUPPORT 
John interview [920-1084] 
OKAY AND CAN YOU TELL ME A BIT ABOUT WHAT WAS DIFFICULT WHEN YOU CAME TO THE 
NEW SCHOOL WHAT WAS MOST DIFFICULT FOR YOU? 
It’s hard to write cursive the first time. 
John interview [1258-1506] 
DID THE OTHER CHILDREN BOTHER YOU A BIT? 
Ja. 
OKAY SO WOULD YOU SAY THAT THEY TALK MORE IN YOUR NEW SCHOOL THAN IN YOUR 
OLD SCHOOL? 
Ja. 
OKAY AND DOES IT STILL BOTHER YOU OR ARE YOU MORE USED TO IT? 
I’m more used to it since I got myself headphones. 
John interview [1964-2111] 
OKAY SO YOUR FRIENDS HELPED YOU AND DO YOU THINK YOU MADE MORE FRIENDS 
NOW? 
Ja but in this…but the first…but this is the first time I made an enemy 
John interview [2673-2878] 
OKAY AND WHAT DO THEY DO TO HELP YOU WHEN THINGS ARE DIFFICULT FOR YOU? 
They do…they sometimes calm me down and they sometimes help me remember a bit because 
sometimes I’m having a bit hard time focusing. 
John interview [2909-3054] 
OKAY AND IF YOU GET ANGRY OR UPSET IN THE CLASS WHAT DO YOU DO? 
I just walk around to calm down or be alone or one of the teachers will help me. 
John interview [3137-3287] 
Ja I mostly walk at break to daydream. 
OKAY AND WHAT DO YOU DAYDREAM ABOUT? 
Many things.  One of the Organisation XIII, me being a hero, many things. 
John interview [3724-3896] 
DO YOU FEEL THAT THE WORK IS EASY ENOUGH FOR YOU TO DO? 
Ja but not when it’s exams. 
OKAY IS THE EXAMS A BIT DIFFICULT? 
Ja one time I got…for natural science I got a hundred 
John interview [4020-4158] 
Sometimes it takes very much time to learn and sometimes they ask you questions that sometimes 
make you think that it doesn’t make sense. 
John's Mother interview [663-814] 
 And for him to go main stream and then after main stream to go into a university or tertiary education 
he needs to move on out of the remedial world. 
John's Mother interview [949-1606] 
WHAT WAS YOUR PERCEPTION OF HIS EXPERIENCE? 
He actually took it better than I took it I think.  I had more my doubts really would he really be happy 
and be incorporated well into the whole situation but he did it very well. I really think…I struggled in a 
certain sense more, I was more worried about him than he was worried about himself.  And the 
onl…the main challenges to him was not academic  wise, I would say it was more friends social wise.  
To fit in with the peers and with children cause he is different and to actually see that he’s different 
and accept that and also still be able to move on and feel that he actually can be part of the school. 
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John's Mother interview [4222-4415] 
 The friends they must be there but not…and they can play alongside him but not necessarily with 
him.  So I won’t say friends to him is the same value than what we would consider for instance. 
John's Mother interview [5426-5904] 
Ja I would say the main thing is because John is not the adventurous type, he doesn’t catch the ball, 
he doesn’t kick the ball and the children don’t accept him as easy.  And even today he’s different, he 
knows he’s different although the school is good and they have a policy of no bullying you’ll always 
get the odd one out that say you’re a nerd, you’re a wacko and they do it and he can feel it.  I know he 
feels it and every now and again he would say why am I different?   
John's Mother interview [6376-6413] 
He doesn’t play like a normal child. 
John's Mother interview [7545-7961] 
So I never got the impression that he wanted to back but he did long for the teachers and the friends 
which he also really didn’t have as much but maybe they understood him better than this ones.  The 
teachers also there, most of the teachers were more in tune with him.  Not all the teachers here are in 
tune with him.  I think the only thing not all of them do understand him so well and that’s difficult for 
him. 
Teacher 1 interview txt [240-313] 
I think what was difficult was that we had no information from the mother 
Teacher 1 interview txt [1301-1655] 
Then she came forward and she said she’s put him back on medication which I assumed was for 
concentration and then she said you know this is what they taught him to do at the school, we got a 
bit more information.  So then it was much easier to deal with him because not knowing anything, we 
just thought he was acting up and being badly behaved…and so… 
Teacher 1 interview txt [1900-2043] 
YOU WOULD HAVE MAYBE GONE AND READ UP MORE ABOUT ASPERGERS AND HOW YOU 
HANDLE KIDS IN YOUR CLASS? 
Yes which I subsequently did anyway.  So ja. 
Teacher 1 interview txt [3431-4951] 
AND WHAT DID YOU THINK INITIALLY WHEN HE STARTED HERE FROM THE REMEDIAL 
SCHOOL?  WHAT WAS THE EFFECT THAT HE HAD ON THE REST OF THE CLASS?  DO YOU 
THINK HIS ACTING UP HAD AN INFLUENCE ON THE REST OF THE CLASS? 
I think in the beginning they were very unsure of what to do with him and how to handle him.  And 
they sort of felt almost shocked but not in an overly big way but sort of like what’s going on?   We’ve 
never had this before.  But I think as we were more informed and we learned how to deal with him, 
from watching us I can see that the kids respond to him the same way the teachers do.  So I think that 
we started modelling how to behave towards him then they picked that up and that became easier for 
them. 
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Teacher 1 interview txt [2647-2832] 
And I don’t know that he will get it again this year or not but he has just…it’s unbelievable the 
difference from when he first arrived here till now how far he’s come.  On all levels. 
Teacher 1 interview txt [4028-4149] 
So I think that we started modelling how to behave towards him then they picked that up and that 
became easier for them. 
Teacher 1 interview txt [7091-7414] 
 It was such an exciting thing for me to have taught him before although I didn’t teach him like you did 
the whole day but I mean to see him this year because I taught him English so I saw him everyday 
and the progress has just been, in all areas, in language areas, in social areas you know it’s just been 
amazing to see. 
Teacher 1 interview txt [8828-9125] 
But I do think that there needs to be more.  I do think more parents need to be involved in it, I think 
more teachers need to be involved in it because once you have that understanding it definitely opens 
your eyes to how you need to change as a teacher to accommodate all the different learners. 
Teacher 1 interview txt [9218-9500] 
AND YOU KNOW IT’S NOT LIKE A BIG THING YOU NEED TO DO DIFFERENT.  BUT LIKE THE 
THING OF HIM STORMING OUT OF CLASS, MAYBE GIVING HIM A RED CARD AND HE CAN GO 
OUTSIDE.  YOU KNOW LITTLE THINGS LIKE THAT.  AND IT WILL MAKE IT EASIER FOR YOU 
AS A TEACHER AND FOR THEM IN THE CLASS. 
Yes. 
Teacher 1 interview txt [9975-10273] 
And people…you know in the beginning when he had to do group work and I know it’s part of the 
Aspergers that sometimes you need to give them an individualised approach in your classroom.  And 
I would do that in the beginning because he couldn’t stand the idea that nobody wanted to take his 
ideas. 
Teacher 1 interview txt [10281-10658] 
He took it personally.  He was…they don’t like my idea, they don’t like me so I’m not gonna work with 
them.  He has come so far that he’s now able to work in group…he’s able to work in a group, he’s not 
like functioning as well as the other children but he doesn’t get up and storm off or come to me and 
say I can’t do it that I then have to change the assignment to suite him. 
Teacher 1 interview txt [14008-14172] 
OKAY THAT SOUNDS IF I SUMMARISE THE BASIC THING THAT YOU’RE SAYING IT SOUNDS 
AS THOUGH HE’S REALLY COPING EMOTIONALLY AND ACADEMICALLY IN A MAIN STREAM 
SCHOOL. 
Ja. 
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